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Abstract of Dissertation 
This study was designed to Investigate the effectiveness of a 
conversational skills training package (i.e.# Instruction, mode "9» 
behavior rehearsal and feedback) with elementary students wtthJ>««r"1n9 
disabilities. Self-mon1tor1ng techniques were Incorporated Into the 
training program 1n an attempt to actively program for generalization 
and maintenance. It was hypothesized that training 1n self-monltorlng 
techniques would enhance the transfer of the behaviors to the natural 
environment and Increase their durability. Question-as 9' 
information-adding# and use of minimal encouragers were chosen « the 
conversational skills to be trained as they had been shown to be 
Important for performing successfully within a conversation. mu 
baseline research design was used. 
The sample consisted of eight elementary school »*Ud«nts f 
been nominated by their special education 
having conversational skill problems. The student . 
ages of ten and twelve years, certified as learning disabled, and 
mainstreamed for part of their day. 
The study resulted 1n a significant Increase In not 
three targeted behaviors In the training s designated as the 
general1ze to the regular classrooms, which « J™ t0 thB 
setting In which to monitor transfer to t +hi Df transfer was 
degree hypothesized. In order to find out If 
due to conditions within the classroom. •" assessment the 
another setting. In this one-time, »t"r within the normative 
three conversational behaviors were used at ™*es £thln^ 1n the 
range or above by all the students. "J JfJg program were 
training setting demonstrated that the effects ot 
durable up to eight weeks. 
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Chapter I  
INTRODUCTION 
The Education for All Handicapped Children Act of 1975 (P.L. 
94-142) marked a shift  1n thinking by those concerned with the 
social needs of exceptional children. The law specifies that 
students 1n special education programs are to be educated 1n the 
"least restrictive environment".  The concept of the least 
restrictive environment is  based upon the underlying principle of 
normalization. The basic Idea is that the experiences of 
handicapped children should be similar to those of their normal 
peers (Ysseldyke & Algozzine, 1982). Within the field of education, 
the word which 1s most often used to describe this process is 
"mainstreaming." Operational definitions for terms can be found 
both within the text and 1n the Glossary in the Appendix. 
The mandate to mainstream children participating 1n special 
education programs Into regular education programs has highlighted 
the need to re-evaluate certain previously held assumptions 
regarding the long-term socialization needs of children with 
disabili t ies.  For example. 1n the area of learning: disabili t ies,  
many malnstreamed children who were academically capable of being in 
the regular classroom were not accepted by their peers.  The 
realization that academic remediaton alone was not enough to ensure 
Integration Into the malnsteam has served to foster a concern for 
the social dimension of children with learning disabili t ies.  
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Kronlck (1981. p.126) has stated "virtually no research on the 
manifestations and etiology of social Ineptitude 1n the learning 
disabled occurred before the 1970's." If  a learning disabled child 
demonstrated socialization problems, these were expected to be 
self-correcting once the child became academically successful,  
Lerner (1981) and Schloss (1984) both suggest that social 
development may have more long-term Importance for the learning 
disabled than academic achievement.  The abili ty to Interact with 
others 1s a prerequisite for success in both independent l iving and 
work environments.  
Interventions have been developed to teach various social 
skills to children with learning disabili t ies.  The basic premise of 
these Interventions 1s that children with learning disabili t ies have 
not learned, or have Inadequately learned, certain age-expected 
social behaviors.  These behaviors must now be taught and the 
Inappropriate behaviors must be eliminated. Based on a review of 
the social skills training li terature and the results of a pilot 
project,  the following conversational skills were selected for this 
study: (a) asking conversational questions, (b) adding information 
to the conversation, and Cc) giving reinforcing /  acknowledging 
comments.  
Many of the more recent social skills Interventions used with 
learning disabled children consist  of a combination of procedures 
such as coaching, behavior rehearsal,  modeling, and feedback 
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(Berler, Gross & Drabman, 1982). Other procedures Include 
soclodrama, puppetry* cooperative learning# Interpersonal cognitive 
problem-solving, and cognitive behavior modification (Gresham. 1981; 
Hersh & Walker, 1983; Kronlck, 1981). 
In the last few years there has been a rapid growth 1n research 
concerned with cognitive behavior modification (CBM) procedures for 
use with learning disabled children (Hallahan, Kneedler 4 Lloyd# 
1983; Hallahan & Sapona, 1983; Kneedler 4 Hallahan, 1981). The 
terminology, techniques and populations used 1n CBM are varied but 
the goal 1s to teach strategies which will help students to take a 
more personally active role in both learning and interpersonal 
relationships. 
Cognitive behavior modification studies which appear In the 
literature use a wide variety of terms, such as self-monitoring, 
self-recording, self-evaluation, and self-assessment, to address 
various components of self-control (Sabatlno, 1983). Several 
research studies dealing with the components of behavioral 
self-control have been conducted In the laboratory setting, but only 
a few studies have been conducted In the school setting (Sabatlno. 
1Q73) Most of the studies conducted 
1983; Glynn, Thomas, & Shee, 
1, the school setting which have Incorporated components of 
self-control have concentrated on Improving academic performance 
literature to date, there has been little concentration on 
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self-control techniques aimed at  the social behaviors of learning 
disabled children 1n the school setting. 
Significance of the Study 
Many of the Interventions used with the learning disabled 
population do not encourage development of self-control.  Many 
"reinforce the passivity that 1s such a hindrance" (Kneedler & 
Hallahan, 1981* p.74) to the child with learning disabili t ies.  In 
contrast,  self-control techniques stress that the child participate 
actively 1n the treatment process.  The responsibili ty for change 
placed on the individual.  
This study was significant becausej (a) 1t dealt  with social 
behaviors which are Important within the school setting 1n helping 
the child with learning disabili t ies to develop positive peer 
relationships and (b) 1t  gave the child responsibili ty for effecting 
the behavior changes which are necessary for achieving successful 
i n t e g r a t i o n  I n t o  t h e  m a i n s t r e a m .  E d u c a t i o n a l  t e c h n o l o g y  w i l l  
benefit  from this training program because I t  has the power to alter 
social behavior to an Important degree and to generalize 
maintain the behavioral changes to other environments.  
Generalization refers to the transfer of the changes 1n a target 
behavior from the training setting to a different settl  g 
a  tampt behavior which endure 
Maintenance refers to changes in 9 
after the program contingencies have been wlthd 
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Statement of the PurPPSS 
The purpose of this study was: (a) to Investigate the 
effectiveness of a conversational skill  training package 
(Instruction, modeling, behavioral rehearsal and feedback) on the 
social skill  performance of elementary students with learning 
dlsabll  1t1esr and (b) to investigate the effectiveness of 
self-monitoring techniques 1n facili tating the generalization and 
maintenance of the conversational skills.  Past research has 
demonstrated that the components of the training package are 
effective in promoting the acquisition of some social skills (Kelly, 
1982). Moreover,  research suggests that self-mon1tor1ng lends 
Itself well  to a variety of settings and behaviors (Kneedler & 
Hallahan, 1981) and enhances the transfer and durabili ty of the 
training effects (Holman & Baer,  1979). 
Statement Q± the Problem 
Currently, one of the major challenges 1n the field of learning 
disabili t ies 1s to provide appropriate educational opportunities for 
learning disabled children to experience success 1n academic 
achievement and to have constructive Interactions with their peers.  
There are no exact figures as to the percentage of children 
with learning disabili t ies who have socialization problems; however,  
research has documented that within the soda! system of the regular 
classroom, children with learning disabili t ies usually are less 
well-11ked by both their peers and their teachers than are 
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nondisabled children (Bryan* 1974; Bru1n1nks»l978).  The 
ramifications of socialization problems on the future of a child 
with learning disabil i t ies are many and varied both within the 
school sett ing and within the wider community.  
Research Question £ Hypothesis Statement 
The major research question for this study asked (a) whether 
the conversational skil ls  training package (Instruction,  modeling,  
behavior rehearsal  and feedback) would improve the conversational 
performance of elementary students with learning disabil i t ies,  and 
(b) would the incorporation of self-mon1tor1ng techniques into the 
total  training package facil i tate the generalization and maintenance 
of the target behaviors? I t  was predicted that  the students would 
learn the targeted conversational skil ls  and that ,  through the use 
of self-mon1tor1ng procedures,  these skil ls  would generalize to the 
natural  environment and the training effects would be durable.  
Fxt^rirrfrnt?1  Questions 
The following experimental  questions were addressed in the 
course of this study: 
1.  What 1s the effect  of a social  skil ls  training program on the 
acquiring of the targeted conversational behaviors by students 
with learning disabil i t ies? 
2.  What is  the effect  of a program to train soclo-cognltive 
skil ls  to students with learning disabil i t ies? 
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3. What 1s the effect of training 1n self-monitoring techniques 
on generalization (a) to the classroom and (b) to a novel 
situation with a novel partner If no additional Instruction 1s 
given 1n the different settings? 
4. What 1s the effect of training 1n self-mon1tor1ng techniques 
on maintenance? 
5. What 1s the effect of a social skills training program 
conducted 1n a natural setting within a school system Instead 
of in a contrived setting? 
6. What is the effect of a social skills training program based 
on extemporaneous scenarios Instead of role-playing sltuatlo 
and/or memorization of responses? 
7. What is the effect of a social skills training program based 
on group training and peer-peer dyads? 
8. What is the effect of a social skills training program which 
uses peer trainers? 
£gnclu£im 
Given the paucity of empirical Investigations Involving 
conversation skills training with learning disabled students, the 
foregoing hypothesis statement and experimental questions are 
purposefully broad and exploratory 1n nature. However, 
questions and the subsequent research Investigation were designed to 
contribute toward a data base from which more specific questions can 
be developed. 
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Chapter II  
LITERATURE REVIEW 
There are many Issues Involved in the study of social  skil ls  
training with learning disabled students.  The review of this 
l i terature will  be divided Into the following topics:  (a) the 
historical  development of the field of learning disabil i t ies,  (b) 
the social  dimension in the field of learning disabil i t ies,  and <c> 
the training of social  skil ls .  
Until  quite recently the primary focus 1n the field of le g 
disabil i t ies has been assessment and remediation of acad 
deficits .  Virtually no research on the manifestations and etiology 
of social  inepti tude 1n the learning d1sab!ed occurred before the 
1970's (Kronlck.  1981).  If a learning disabled child demonstrated 
socialization problems, these .ere expected to be self-correcting 
once the child became academically successful .  Tbe emphasis on 
academics and de-emphas1s of social  competencies 1s a legacy from 
the early development of the field.  
A review of the history of the discipline of lea g 
disabil i t ies debates both the growth of the field and the 
more than one hundred years Investigations within the f ield -ere 
conducted by doctors and scientists  Interested In brain researc .  
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By the 1930»s the focus of the research began to narrow to a more 
direct  application of the study of brain disorders to the learning 
problems of children.  Much of this research was done by doctors or 
scientists# but also Included educators who accepted the medical  
model as the paradigm through which to view the learning disabled 
child.  Their  research laid the groundwork for the recognition of 
the learning disabled child as dist inct  from other children with 
exceptional needs (Lemer,  1981).  
In the early 1960's there was rapid growth 1n the number of 
learning disabil i t ies teachers trained, special  classes started,  and 
learning disabil i t ies programs created.  The children with learning 
disabil i t ies were placed in special  classrooms with special  
teachers,  as the prevail ing concept was to withdraw them from the 
si tuation in which they were not succeeding ei ther academically or 
socially (Lynn, 1983).  Within a controlled environment the experts 
would diagnose the problem? treatment would be given; and i f ,  or 
when, the children were cured,  they would be released to re-enter 
the "normal" world of the regular classroom. 
The placement of children with learning disabil i t ies In special  
classrooms was Instigated to protect  the "disabled" child from the 
stresses of the regular classroom. When the si tuation was examined 
more closely.  I t  seemed that  learning disabled children were being 
placed 1n special  classrooms so that  they would not hinder the 
learning of the other children.  Also,  educators and parents began 
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to look at  the l ife-long effects of segregated education.  Neither 
the learning disabled child nor the nondlsabled child was learning 
to accept and work with each other 's  differences.  
One of the results  of this re-evaluat1on was the Education for 
All  Handicapped Children Act of 1975 (PL 94-142).  This landmark 
legislation mandated that  al l  handicapped children receive a free,  
appropriate public education 1n the least  restrict ive environment.  
This legislation marked a shift  in emphasis toward a more 
educational model.  However,  the continuing dominance of the medical  
model was very evident in the definit ion of learning dlsabll1It les 
within the legislation.  
Specific learning disabil i ty means a disorder 1n one or more 
of the basic psychological  processes involved in 
understanding or 1n using language, spoken or writ ten,  which 
may manifest  i tself  in an imperfect  abil i ty to l isten,  
think,  speak, read ,  write,  spell ,  or to do mathematical  
calculations.  The term includes such conditions as 
perceptual handicaps,  brain Injury,  minimal brain 
dysfunction,  dyslexia,  and developmental  aphasia.  The tern 
does not Include children who have learning problems which 
are primarily the result  of visual,  hearing or motor 
handicaps,  of mental  retardation,  or of environmental ,  
cultural ,  or economic disadvantages (Section 5 (b)(4) of 
P.L. 94-142).  
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The definit ional emphasis 1s on Internal disorders (I .e. ,  
psychological  processes) which manifest  themselves 1n academic 
subjects (e.g. ,  reading, spell ing,  mathematical  calculations),  and 
el iminates any possible influence of external causes (viz. ,  
environmental ,  cultural ,  or economic disadvantages).  
The least  restrict ive environment mandate of P.L. 94-142 is  
also within a medical  model conceptual framework. The basic 
assumption is  that  the child with learning disabil i t ies who can 
perform well  enough academically will  be placed 1n the regular 
classroom. The major thrust  1s to cure the academic deficits  and 
return the child to the "normal" classroom. Any maladaptive 
behavior 1s expected to correct  I tself  once the academic problems 
which "caused" i t  have been remediated (Wong & Wong,1980).  I t  is  
assumed that  when a child can function well  academically,  the 
child will  instinctively model or  imitate the behavior of 
normal-achieving classmates,  which should lead to increased social  
interaction and, therefore,  to Increased social  acceptance.  
The opposite has proved to be true 1n some Instances.  
Desegregation can be accomplished through legal and administrative 
f iat ,  but Integration cannot be mandated (Hoben, 1980).  
Mainstreamlng can result  In Increased social  isolation and thus be 
a more restrict ive environment for the learning disabled child 
(Gresham, 1982).  The experiences of some learning disabled 
children who have been malnstreamed expose the l imits of a medical  
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The realization that academic remediation Is not enough to 
ensure Integration Into the mainstream has served to legitimize a 
concern for the social dimension. It 1s no longer an esoteric 
side Issue but 1s considered by some to, possibly, have more 
long-term Importance for the learning disabled than does academic 
achievement (Lerner, 1981; Schloss, 1984). Major areas of concern 
are: (a) others1 attitudes toward the learning disabled, (b) 
self-concept of the learning disabled child, and (c) social 
competence of learning disabled children (Bryan,T.H., 1982a) 
Attitudes Toward Children with learning PlsflhUltles 
The concept of attitudes encompasses the whole 
learning disabled children perceive themselves and 
perceive them. Children receive their status from ot 
their family, peers, and teachers. Through feedback 
sources learning disabled children acquire a concept 
# +h«m«;e1ves (Kronick, 1981; Slecel, 
are and what they can expect of themse 
1974). 
MIX. Whenever parents are requested to reply to the 
impact their learning disabled child has made on family life-
ative or adverse 1n nature, 
most common responses are generally neg ^ 
For example, nondlsabled children in a family y 
in the family structure as the 
are relegated to a secondary role 
, on the learning disabled 
parents concentrate their attention 
K«a asked to take 
child. The brother or sister may be 
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responsibilities for work or play with the learning disabled 
child, causing feelings of bitterness and resentment. This 
situation could lead to taunting, teasing and blaming for all the 
wrongs 1n the household tScagllotta, 1974). Many of the positive 
attributes of the learning disabled child seem to become 
overshadowed by the difficulties encountered 1n everyday 
happenings. 
Research has shown that many parents describe their learning 
disabled children as more anxious and less able to control their 
impulses. They also rate their learning disabled children as less 
considerate, less able to receive affection, and more clinging 
than do parents of nondisabled children (Strag, 1972). 
Mothers of learning disabled children have lower expectancies 
of their child's future academic achievement. They consider their 
child to be less skilled In academic subjects and facilitating 
behaviors ( I.e.# expressing self, paying attention, following 
directions, getting along with others) in comparison with 
classmates (Bryan,T. H., Pearl, Zimmerman, 4 Matthews, 1982). 
Bryan et al.(1982) has questioned the source of the mothers 
generalized negative comparison with other children as many times 
mothers have a somewhat limited opportunity to compare their own 
children directly with other children 1n the areas being studied. 
It may be that mothers experience so much difficulty in 
socializing their learning disabled child that they simply assume 
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that  their  child Is not functioning at  an age appropriate level.  
Parental  at t i tudes might be communicated to the child and 
Influence the development of the child 's  self-concept.  There 1s a 
need for further research to determine 1f and how the learning 
disabled child 1s Influenced by parental  at t i tudes.  
Peers.  Student-student relationships are an absolute 
necessity for healthy cognitive and social  development and 
socialization.  Soda! Interactions with peers may be the primary 
relationship 1n which development and socialization take place 
(Gable,  Strain,  & Henrickson, 1979; Johnson & Johnson, 1983a).  
For example,  within their  relationships with peers children can 
learn social  competencies and are given an opportunity to 
experiment with a variety of social  roles which help them to 
develop their  own sense of self .  
Investigators using sodometrlc techniques have tr ied to 
examine the social  relationships of learning disabled children and 
their  peers within the regular classroom (Asher 4 Taylor,  1981).  
The evidence shows that  children with learning disabil i t ies are 
less popular,  more disl iked,  and more l ikely to be characterized 
by negative personali ty t rai ts  and behaviors than randomly 
selected peers (Bryan, 1974).  The reasons are not clear but the 
evidence holds across t ime and over different samples of children.  
Refining Bryan's study, Slperstein,  Bopp, and Bak, (1978) 
tr ied to Identify those trai ts  of the learning disabled that  might 
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point to reasons why these children are not as well Hked, I.e.# 
athletic Inability or physical unattractlveness or a combination 
of these with academic Incompetence. They found that learning 
disabled children^ 1n general, occupy a less popular social 
position, but that they are not necessarily the Isolates or the 
most unpopular children 1n the classroom. Possibly certain 
nonacademic talents possessed by the children are considered 
redeeming qualities by their peers. 
Even though soclometrlc studies show learning disabled 
children to have significantly lower social status within the 
regular classroom than their nondisabled peers, learning disabled 
children perceive of themselves as having peers who support them 
and with whom they can discuss Important things just as much as 
nondisabled children (Bryan,T.H., Werner, & Pearl, 1982). They 
also rate themselves significantly higher 1n status than their 
actual status In the classroom (Bru1n1nks, 1978; Garrett & Crump. 
1980). 
Teachers. Teacher ratings Indicate that teachers view the 
learning disabled child as less desirable to have 1» the classroom 
relative to other children. In one study teachers rated learning 
disabled children as less cooperative, less attentive, less able 
to organize themselves, less able to cope .1th new situations, 
less socially acceptable to others, less accepting of 
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responsibili ty* less able to complete assignments,  and less 
tactful than classmates (Bryan»T. & McGrady* 1972). 
Teachers are twice as l ikely to fall  to respond to 
initiations of the learning disabled child and twice as l ikely to 
ignore the learning disabled child than the nondisabled child.  
Teachers emit more crit icism and less praise to the learning 
disabled child* especially as the child gets older and falls to 
"shape up" (Bryan*T.H.,  1974).  
Much of the speculation concerning the reasons for the 
seemingly general rejection of a learning disabled child has 
revolved around the assumption that the rejecting audience has 
some knowledge about or personal experience with the child.  
Results from two studies Indicate that this 1s not necessarily the 
case. Judges viewed videotapes of children. There was no sound 
and the Judges were not given Information about the children's 
histories,  social characteristics or diagnostic labels.  The 
learning disabled children on the tapes were rated as 
significantly less socially desirable than the nondisabled 
(Bryan»J.H. 4 Perlmutter* 1979; Bryan,J.H. 4 Sherman* 1980). 
This rating suggests that prior knowledge 1s not a necessary 
component In rejection of the learning disabled child.  The 
learning disabled comprise a heterogeneous group* but these 
studies raise the possibili ty that they share one commonality* a 
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proclivity to alienate others,  be they strangers or acquaintances,  
children or adults* 
Learning Disabled Child 's  Self-CPDCgBl 
Self-concept,  or  self-esteem, can be defined as the way 1n 
which one sees oneself .  I t  can be viewed as having many 
subcomponents,  two of which are academic self-concept and social  
self-concept.  
Academic self-concept.  This term refers to a child 's  
perception of the self  as learner.  Investigations of the 
relationship between learning disabil i t ies and academic 
self-concept suggest  that ,  start ing 1n grade 3,  learning disabled 
children have a more negative academic concept (Hieber,  Wong, & 
Hunter,  1982).  Children whose academic skil ls  are not developing 
do not gain a sense of Increasing mastery over themselves and 
their  environment.  Their  at tempts at  competency do not result  in 
success,  but 1n frustration; not in self-esteem, but in self-doubt 
(Aronov, 1974).  
aelf—concept* The abil i ty of learning disabled 
children to notice and process social  information accurately 
affects their  abil i ty to evaluate themselves (Kronick,  1981).  
Wiener (1980) found that  the severity of the social  inepti tude and 
the degree to which self-concept was negative were directly 
proportionate to the severity of the learning disabil i ty.  The 
individual feedback that  children receive contributes to their  
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Image of themselves. The more learning disabled one 1s* the 
greater the negative feedback 1s l ikely to be* with the resultant 
decrement 1n self-esteem. 
Social Competence of Learning Disabled Children 
There are many definitions of social competence. Used here 
1s the model suggested by WUchesky (cited 1n Kronlck* 1981) 1n 
which social competence is defined as a set of basic components 
which collectively permit the individual to successfully engage in 
interpersonal relationships* 1f so desired. The socially 
competent individual can affect the feelings and behavior of 
others in the ways Intended and within the recognized boundaries 
of the particular sociocultural context.  
The core groups of components Involved are (a) an abili ty to 
encode and decode both verbal and nonverbal communications, (b) a 
sensitivity to the needs and feelings of others* (c) an abili ty to 
independently util ize interpersonal cognitive problem-solving 
skills* and (d) an awareness of peer group norms and an abili ty 
and Inclination to behave socially 1n a manner consistent with 
those norms. Each of these components will  be discussed In this 
section. 
Not all  learning disabled children experience social 
problems, but a significant number of them exhibit  inappropriate 
social behaviors and/or faulty interpretations of the behaviors of 
others (Wallbrown, Fremont,  Nelson, Wilson, & Fischer,  1979). 
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Lerner (1981) has described such a child as: (a) one who performs 
poorly in the Independent activities expected of children of the 
same chronological age; (b) is poor 1n judging moods and attitudes 
of people in the same company; (c) 1s Insensitive to the general 
atmosphere of a social situation; and (d) regularly does or says 
Inappropriate things. 
Ability to encode and decode hnt.h verhal and nonverbal 
communications. Maintenance of social Interactions requires a 
variety of social skills which include understanding and using 
verbal behavior in a flow of communication, what to say and how to 
say it. Studies indicate that many learning disabled children 
have inadequate verbal skills (Bryan,T. H.» 4 Pflaum, 1978). 
There are two significant differences between the communication of 
the learning disabled and the nondlsabled. A higher proportion of 
the statements of learning disabled children are competitive. In 
contrast, a higher proportion of the nondlsabled emit 
consideration statements, I.e.# reminding a child of his turn, 
letting a peer go first (Bryan,T.H.* 1978). Phrased In a 
different way, the learning disabled child speaks 1n a nastier 
manner and is more likely to ignore Interpersonal Initiations from 
peers (Bryan & Bryan, 1978; Hallahan 4 Bryan,T.H.# 1981). 
Children with learning disabilities seem to find it more 
difficult to read nonverbal cues of others, which can put them at 
a social disadvantage (Maheady & Maitland, 1982; Pearl 4 Cosden, 
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1982). Siege! (cited 1n Wallbrown et al.# 1979) has suggested 
that when an Individual speaks# words alone account for 7% of the 
Intended message; 38% of the message 1s conveyed through types of 
verbal expression Including voice Inflections# volume# and 
intonations; and 55% of the message 1s communicated by facial 
expressions and other nonverbal body language. Unlike verbal 
behavior# nonverbal behavior does not have well-defined rules or 
syntax# but there is a consensus about the enactment (encoding) 
and Interpretation (decoding) of human feelings and attitudes 
(Bryan#T.H.# 1977). 
Nonverbal behavior 1s not explicitly taught to children in 
our culture# and the developmental sequence by which they 
comprehend and enact nonverbal behaviors 1s largely unstudied. 
Yet# individual skills 1n sensitivity# attention# comprehension, 
and responsiveness to nonverbal communication may play an 
important role 1n a child's social and academic status. 
Teachers communicate positive and negative judgments to 
children through facial expression# body movement, and posture. 
If the learning disabled child does not respond or interpret a 
particular message correctly# the child could be viewed as less 
adequate. Children who provide teachers with positive effective 
responses are more likely to be liked and thought to be brighter# 
Irrespective of academic achievement. 
23 
Inappropriate behavior should not be Interpreted as 
antisocial  behavior# which ts  deliberate 1n both Intent and 
behavior.  An antisocial  child understands the consequences,  
whereas# a learning disabled child misinterprets the si tuation 
(Wallbrown et  a!.# 1979).  
Sensit ivity to the needs and feelings Qf Others* The abil i ty 
to take the point of view of another 1s a cri t ical  element 1n 
effective social  interaction skil ls .  The failure of learning 
disabled children to recognize# understand or accommodate to 
divergent viewpoints may contribute to their  social  unpopulari ty 
(Wong & Wong# 1980).  
Various studies demonstrate that  they have poor role-taking 
skil ls .  They are less able to put themselves in another person 
place,  or to see things differently from their  own viewpoint 
(Gable et  al .# 1979).  They have difficulty empathizing (Bachara,  
1976);  consequently,  they may fai l  to understand and to 
a c c o m m o d a t e  t o  o t h e r s  ( G e r b e r  I  Z l n k g r a f ,  1 9 8 2 ) .  T h i s  d l f f l c u l  y  
reduces the probabili ty of successful  social  Interaction between 
learning disabled children and their  peers.  The Importance of 
role-taking measures to the development of social  competence 1s a 
relatively unexplored area and 1s 1n need of further study (Bru 
& Hebert ,  1982; Horowitz,  1981).  
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Ability to Independent 1 v util ize Interpersonal CQQh1t1V.e 
nrohlem-solvinn skills.  These skills mediate the quality of the 
social adjustment of the learning disabled child.  
Competence 1n Interpersonal cognitive problem-solving 
requires an abili ty to assess one's Interpersonal skills and 
to examine oneself 1n relation to others.  One must be able 
to generate a variety of possible solutions from different 
categories of options and select the most appropriate.  One 
must be able to organize one's imagery and behavior 
sequentially* project possible obstacles and reactions* and 
devise alternative behaviors as well as (Imagine) 
alternative consequences.. .There is an understanding chat 
one's own feelings and actions may have been influenced* 
and* 1n turn* may influence how others feel and act 
(Kronick* 1981* pp. 118-119). 
The social cognitive abili ty of learning disabled children 
has been largely unresearched* but they seem to have difficulty In 
responding appropriately to feedback. This difficulty hinders 
their capability to solve problems* ranging from choosing a friend 
to selecting an appropriate comment.  Conceptual disabili t ies 
contribute to uncertainty* rigidity* and social imperception. 
Awareness of peer aroim norms and social behavior- Through a 
process of socialization we learn both what we need to know and 
how we should do i t  1n order to be acceptable to the other members 
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of our social world. We learn to perform adequately the many 
roles which are expected of us (Cavan, 1970), 
Children with learning disabilities seem to have difficulty 
assessing their Interpersonal skills and examining themselves 1n 
relation to others. This inability to Independently utilize 
Interpersonal cognitive problem-solving skills hinders their 
capability to respond appropriately 1n situations ranging from 
choosing a friend to selecting an acceptable comment (Kronlck, 
1981). 
Within the social system of the classroom there are certain 
basic guidelines within which peer Interactions are carried on. 
These general norms of social behavior are usually taken for 
granted. It is expected that children either know these general 
rules which govern social relationships or that they will be able 
to intuit what they are from within a particular situation. Some 
of the general concepts Include the proper distance when 
conversing# making a favorable Impression, showing good 
sportsmanship# respecting personal space of others by not asking 
prying questions, and not protruding moods or problems onto 
others. Thus, children are expected to learn the territorial 
rights of others as well as their own personal boundaries and to 
gradually learn the rules which govern social relationships and 
proper social Involvement. Through demonstrating a mastery of 
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these skil ls  children cert ify themselves to their  peers as 
trustworthy and responsible.  
A theme which runs through the l i terature on the 
socialization of the learning disabled 1s their  1nsens1t1vlty to 
the accepted norms of peer conduct.  For example,  they talk too 
loudly or too long, touch too much, tat t le too often,  make jokes 
at  Inappropriate t imes,  ask personal questions,  continually 
interrupt,  or talk with their  mouths full . .  As they do not seem to 
be able to conduct themselves according to the accepted rules of 
their  peer group, often they are excluded. 
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Ski1 1* Training 
The following review Is  an analysis of the many Issues Involved 
in the training of social  skil ls  to students with learning 
disabil i t ies.  For clari ty the analysis will  be divided Into three 
sections:  (a) a general  overview of the training of social  skil ls ,  
(b) a discussion of the specific area of social  skil ls  concerned 
with conversational skil ls ,  and (c) an overview of cognitive 
behavior modification (CBM) with a concentration on self-mon1tor1ng 
techniques.  From this review, the rationale for the experimental  
questions posed and the procedures uti l ized 1n this study are 
developed. 
.Social Skills 
Current l i terature falls  to provide consensus for a definit ion 
of social  skil ls .  Phelps and Lutz (1977) conceptualize social  
skil ls  as the abil i ty to interact  with others and to act  
Independently in an appropriate manner.  Bornsteln,  Bellack,  & 
Hersen (1977) refine this further by suggesting that  social  skil ls  
are learned abil i t ies that  enable an Individual to exhibit  those 
verbal and nonverbal behaviors that  are most l ikely to elici t  
posit ive reinforcement from the current interpersonal environment.  
Using a conceptual model suggested by McFall  (1982),  social  
skil ls  can be defined operationally 1n terms of specific responses 
to specific si tuations.  A molecular model of social  skil ls  treats 
social  skil ls  in terms of very specific,  observable units  of 
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behavior. If skills are the specific abilities required to perform 
a task competently* then social skills are the building blocks of 
the Individual's overall performance 1n an Interpersonal situation. 
Behaviors. Before choosing behaviors to train, one should 
observe systematically the socially successful children 1n the class 
and Identify several social behaviors that occur consistently 
(Strain, Odom, & McConnell, 1984; Hops, 1981). Direct observation 
focuses on objectivity and the development of an operational 
definition of behaviors 1n naturalist environments (Nelson L Hayes, 
1979 cited 1n Gresham, 1981). The selection of target behaviors 
based on performance in the natural environment would probably be 
more relevant to a child's dally social Interactions than target 
behaviors based on performance deficits 1n role-playing situations. 
Research has demonstrated that children who are well-liked by 
their peer group differ from less well-accepted peers 1n a number of 
ways. After reviewing the available research on peer relationships, 
La Greca and Meslbov (1979) suggested the following nine areas of 
social behavior as Important to a child's acceptance from peers: (a) 
smiling and laughing with peers, (b> greeting others, (c) joining 
on-going peer activities, (d) extending Invitations to peers to 
engage 1n mutual activities, (e) using conversation skills, (f> 
sharing and utilizing cooperation skills, (g) complimenting other 
children, (h) play skills, and (1) taking pride In physical 
appearance and grooming. 
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TrMn-tnn Procedures. Methods for teaching social skills have 
evolved from the assertiveness training procedures as developed by 
Wolpe in 1958, which were aimed at Increasing the ability of his 
clients to perform competently in specific social situations. As 
the success of the training procedures became known, the techniques 
were applied to a wider range of behaviors and populations (Bates, 
1978). 
Recent investigations have demonstrated that children may be 
trained to improve their performance of social skills using the 
components of assertiveness training: verbal instruction, modeling, 
behavior rehearsal, and feedback. Verbal instruction is verbally 
conveying to the child the exact skill-behavior that will receive 
attention and explaining Its components. Modeling is exhibiting the 
skill behavior being targeted for training 1n order to permit 
observational learning of the component. Behavior rehearsal is 
having the child practice the skill component. This can be referred 
to as role-playing, which seems to suggest that the child is playing 
the role of someone else. Within this study the term behavior 
rehearsal will be used as 1t implies that the child is practicing 
his or her own behavior* Feedback 1s providing the child with a 
signal which corresponds to either an appropriate or inappropriate 
performance. 
Future Research. An area which needs to be examined is the 
training session. Much of the research to date has been adult 
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mediated.  Strain et  al .  (1984) suggest  that  discrete soda! 
behaviors need to be Interpreted as Inextricable from dyadic 
Interactions between social  partners.  The research of Tofte-Tipps,  
Mendonca,  and Peach (1982) supports this Interpretation.  Their  
research suggests that  children's  conversations may be quali tat ively 
different from those of adults,  e .g. ,  shorter responses,  greater 
response latency, and less mutual encouragement or expression of 
interest .  "It  appears that ,  soda! skil ls  interventions which focus 
on the enhancement of chUd-to-child interactions might be more 
effective 1f other children could be used as training partners" 
(Tofte-T1pps et  al .  1982, p.68).  
More and more studies are emphasizing the Importance of 
incorporating procedures Into the research aimed at  enhancing 
generalization,  as too many studies have found equivocal results  on 
measures of generalization.  Generalization 1s the transfer of the 
changes In the target behavior from the training sett ing to a 
different sett ing.  The inclusion of specific procedures designed to 
facil i tate generalization could feasibly result  in more posit ive 
consistent f indings across sett ings,  behaviors,  and t ime (Berler et  
al . ,  1982).  
The l i terature suggests several  procedures for enhancing 
generalization of behaviors which Include the selecting of target  
behaviors based on performance in the natural  environment as these 
may be more relevant to the child 's  daily social  interactions than 
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would behaviors based on performance deficits 1n role-play 
situations# and Incorporating situations 1n which the child might 
regularly engage. Similarity between the scenes and typical dally 
encounters could facilitate the child's ability to respond as he or 
she might 1n the natural environment (Bornsteln et al.., 1977). In 
addition, group training allows the child's peers to serve as 
stimuli common both to the training setting and the natural school 
environment (Berler et al.# 1982)# and the teaching of 
self-mon1tor1ng techniques facilitates the active Involvement of the 
child 1n the training process. When using self-monitoring 
techniques the child must discriminate when to perform a target 
behavior and record this event 1n some way (Nelson, 1977). 
These are very specific research needs, but the overriding 
question that should pervade researchers' future activities 1s: 
Given that children are different from one another, how can the 
social interactions of less competent children be Improved and the 
skills transferred to non-tra1n1ng envirnments? To date, much 
the social skills training literature has focused on selected 
populations of children. One population which has received very 
limited attention has been children with learning problems or 
learning disabilities (La Greca & Meslbov, 1979). 
conversational Skills. 
Interactional competence 1s an aspect of the bread construct of 
social competence. It 1s the ability to appropriately engage 1n 
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sustained and coordinated social exchanges and to contribute to 
establishing or maintaining a conversational topic/focus (Feagans, 
1983). 
As described by Spekman (1981), this skill can be viewed as 
multifaceted. Verbal communication Is a problem-solving activity 
involving at least two Individuals who must work together to achieve 
a common goal* such as mutual understanding. It requires that the 
speaker Identify his/her Interlocutor and the needs of that 
individual, determine the objective of the communication, and 
identify relevant situational or contextual circumstances and 
constraints. It requires that the listener provide appropriate 
feedback and that both partners know the conversational rules 
regarding cooperation, turn taking, sequencing violations and 
repairs and other responsibilities. Performance must be adapted 
continuously. This can be summarized by stating that communicative 
skills are those processes which encompass the ability to verbally 
interact with others so that Information 1s shared between the 
speaker and the listener. 
The major functions of communication are seeking Information, 
gaining another's attention, requesting another to act* teaching 
another, repeating another, discussing objects, discussing the self 
and other's thoughts and actions, and assessing approval and 
disapproval (Feagans, 1983). The process of communication serves to 
promote social interaction. 
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Research Studies.  Within the social-skil ls  training l i terature,  
conversational training has been used most extensively with four 
dist inct  cl ient populations:  persons who are or have been 
Insti tutionalized 1n psychiatric facil i t ies;  mentally retarded 
cit izens;  adolescents;  and college students (Kelly,  1982).  In many 
of these studies a training program was used which incorporated some 
or al l  of the following methods: Instruction,  modeling,  coaching, 
rehearsal ,  and feedback. The targeted behaviors Included eye 
contact ,  asking questions and extending social  Invitations.  Often a 
multiple baseline research design was used.  The results  indicate 
that  the targeted skil ls  of the participants can be improved but 
that  there was difficulty 1n generalizing the new skil l  to other 
environments (Rychtarlk & Bornsteln, 1979; Roessler & Lewis, 1984). 
In 1976 T.H. Bryan, Wheeler,  Felcan,  and Henek conducted a 
study which demonstrated that  peers ask fewer questions of learning 
disabled children.  "This suggests that  learning disabled children 
may respond with less specific Information about how to do something 
or with instructions which are unclear,  incomplete,  or confusing 
(p. 668). Later T. H. Bryan, Donahue, Pearl, & Sturm (1981) 
conducted a study which focused on the pragmatic competence of 
learning disabled children,  specifically,  their  use of language 1n 
social  contexts.  The purpose was to examine learning disabled 
children's  abH1Tties to init iate and sustain conversations with 
peers when placed in socially dominant posit ions.  They were able to 
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fulfi l l  their  conversational responsibil i t ies but were less skil led 
In Init iat ing and maintaining conversations with peers and were less 
able to sustain dominant speaker roles.  They were less l ikely to 
direct  questions to their  guests and used less sophisticated 
strategies for encouraging their  guests to talk.  They did not have 
basic problems 1n attention* memory or language per se,  but failed 
to spontaneously draw on their  skil ls .  The results  of the research 
of Kotsonis & Patterson (1981) also suggest  that  learning disabled 
children differ from nondlsabled in their  lack of knowledge about 
strategies for effective communication.  
Spekman (1981) examined dyadic verbal communication skil ls  of 
learning disabled and nondlsabled fourth and f if th grade boys.  The 
children were examined to obtain information on such variables as 
questions asked and response to questions.  Dyads Involving learning 
disabled children were found to be less successful  and less 
efficient.  
Studies are consistent in finding that  learning disabled and 
nondlsabled children do not differ 1n detecting and comprehending 
accurate messages.  Also,  they are consistent in lending support  to 
the concept that  the learning disabled lack abil i ty to communicate 
Information 1n an interactive si tuation (Feagans,  1983; Kotsonis & 
Patterson, 1981).  This could be another example of what Torgesen 
(1977) describes as the inactive learner.  He has suggested that  the 
learning disabled child 's  difficult ies 1n many task sett ings may be 
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due to the child's failure to actively engage the task through the 
use of efficient strategies. There Is little information as to what 
this could mean 1n a school setting because, 1n general, (a) 
communication has not been an area which has been studied within the 
natural classroom setting, and <b> skills 1n communication have not 
been linked in any correlational sense to school outcome variables. 
Training Procedures. Training conversational skills 1s the 
teaching of new verbal, non-verbal, and/or stylistic behaviors to 
use when conversing with others. Training seeks to build behavioral 
competencies which permit a person to converse with others in an 
effective manner. It seeks to increase the person's own 
reinforcement value to others so that they will find the person 
be a reinforcing social agent, and therefore, will be more likely to 
reciprocate or maintain interactions with the person (Kelly, 1982). 
Most studies of conversational skills training have been 
concerned with individual treatment. Group training is more 
applicable to a school setting. Only a limited number of group 
conversational skills training studies have been reported in the 
literature. In a project by Minkin, et a!., (1976), the targeted 
behaviors were appropriate questions and positive conversational 
feedback. The conversation was unstructured, with the female 
adolescents instructed to talk with one another for four minutes. 
The training consisted of Instruction and rationale, modeling of 
targeted components by two therapists each female adolescent 
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practicing with one of the therap1sts~and feedback. The female 
adolescents were offered ten cents for each time they exhibited a 
targeted component.  Naive judges rated posttralnlng conversations 
of all  the participants as higher than pretralnlng conversations* 
Kelly, WHdman, Urey, and Thurman (1979) conducted a similar 
study but 1t was with retarded and formerly hospitalized psychiatric 
patients.  The effectiveness of the treatment was established in 
several ways including use of novel conversation partners,  
conducting follow-up conversations after the Intervention concluded, 
and having naive judges evaluate global conversational competence 
before and after training. 
Future Research. Nesblt ,  Zanella,  and Miller (1984) addressed 
the need for the development of currtcular and Instructional 
strategies which enhance the abili ty of special needs students to 
communicate more effectively with nonhandlcapped persons in a wide 
variety of environments.  Many of the studies concerned with 
communication 1n schools have used instructional arrangements in 
which one individual was responsible for teaching another a game or 
a similar task. Hence, the nature of the Interaction was 
predisposed to being primarily Instructional rather than social.  
Educators and others must develop Instructional programs designed to 
increase social coranunicatlon skills.  The students need to learn 
strategies for asking questions and for initiating and maintaining 
topics with both more and less competent peers.  Future research 
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efforts should be directed at successfully developing Intervention 
programs designed to directly modify and/or Improve the social 
abilities of special needs students which are needed for success 
within the social system of the school 1f the potential advantages 
of being 1n the presence of more competent peers (mainstreamlng) is 
to be realized. 
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Self-mon1toHnp 
There 1s no universally established lexicon of terms to use In 
this area of research. Different researchers may refer to the very 
same procedures as self-mon1tor1ng, self-recording, self-evalutlon, 
or self-assessment, and often the terms are used Interchangeably. 
Within this study, self-mon1toring is viewed as a particular type of 
self-control technique which Includes the two steps of 
self-evaluation and self-recording. 
In the 1970*s» behavioral management stressed the principles of 
operant and classical conditioning. That emphasis placed the focus 
on the behavior, the antecedent, the consequence, and the externally 
driven mechanical principles designed to alleviate the problem. The 
pendulum of behavioral management principles has since swung back to 
acknowledge the importance of students1 Internal thought processes 
or cognitive reactions, stressing responsibility for their own 
behavior (Sabatlno, 1983). The Initial use of self-monltoring 1 rr 
clinical research was as a method for gathering baseline data prior 
to an Intervention. However, reports of reactive effects of the 
procedures prompted Its use as a therapeutic intervention (Kazdin, 
1974 cited 1n O'Leary & Dubey, 1979). 
The umbrella term used to describe this area of research is 
cognitive behavior modification (CBM). This descriptive term 
emphasizes the fact that this type of treatment approach 1s based on 
a blend of behavioral and cognitive psychology. It 1s behavioral 
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With respect to the fact (a) that a change 1n overt behavior 1s the 
goal, and (b) that learning principles are assumed to be operating 
in some way to result 1n that change. It Is cognitive 1n the sense 
that treatment also Involves modifying a person's cognitive 
operations 1n order to achieve a change 1n the overt behavior. An 
attempt may be made to change an Individual's covert behavior, but 
the method used to determine whether the change has occurred 1s 
restricted to the assessment of overt behavior (Hallahan & Sapona, 
1983). The person Involved 1s viewed as an active participant 
the learning process instead of a passive recipient. 
Studies. The majority of the studies using cognitive 
training to change social behaviors has focused on behaviors termed 
"disruptive" vhtch may Include any combination of the following 
behaviors: out of seat, touching others' property, unpermitted 
vocalizations., unpermitted noise audible to others, aggressive 
movement toward another person, and noncompliance (Kauffman 4 
O'Leary, 1972). A comparatively small number of studies have bee 
concerned with appropriate assertiveness behaviors (Bernstein, 
Bellack,& Hersen, 1977). 
Also, there is a considerable body of literature dealing with 
the components of behavioral self-control In special treatment 
environments, but only a few studies have been conducted 1n actual 
classrooms. (Sabatlno. 1983). Most of the classroom studies were 
conducted by Hallahan and his colleagues. Usually a classroom 
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teacher or aide Implemented the program, the children were learning 
disabled with no severe behavioral  problems* and no external 
relnforcers were used ei ther before or during the research 
(Hallahan, Kneedler £ Lloyd, 1983).  
From these studies Hallahan and his colleagues reached the 
conclusion that  self-monitoring techniques work best  when children 
are working on tasks for which they already have the skil ls .  Through 
a methodological  analysis of Important applied self-control  
investigations,  Albion (1983) came to a similar conclusion.  Based 
on research findings,  self-control  procedures are learnable and 
useful techniques which can supplement classroom academic and 
behavioral  management programs. 
The feedback received from self-mon1toring 1s the crucial  
variable that  leads to behavior charges (Kanfer 1  Phill ips,  1970 
ci ted in Hallahan et  al . ,1983).  Self-mon1tor1ng heightens the 
awareness of the child and may function as a conditioned reinforced 
by bridging the delay between adaptive behavior and the posit ive 
consequences.  A child who Indicates on a chart  that  the dally 
chores are complete may, by this act  of s e l f -evaluation,  el ici t  
covert  responses such as "I  am good." CO'Leary S Dubey, 1979).  
If  self-monitoring does lead to evaluative statements on the 
part  of the child,  1t  could have the potential  function of ei ther 
increasing or decreasing rates of behavior,  depending upon the 
motivations of the child as well  as the demands and expectations of 
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significant others. Increases 1n behavior* such as attending 1n the 
classroom (Broden, Hall, & Mitts, 1971), academic response rate 
(Lovftt, 1973), and class attendance (McKenzte & Rushall, 1974) have 
been noted; also decreases In behavior, such as talking out 1n class 
(Broden et al., 1971; Lovltt, 1973) and aggression (Lovltt, 1973) 
have been found. Several studies have shown that using 
self-mon1tor1ng as an isolated procedure 1s not particularly 
effective. For example, Instructing students to make broad, general 
ratings of their social behaviors has not changed their behavior 
(O'Leary & Dubey, 1979). 
The applied literature has shown that 1n those Instances where 
self-monitoring has been effective, the changes obtained 1n target 
behaviors have been in a desirable direction (I.e., appropriate 
behaviors have Increased, and Inappropriate behaviors have 
decreased). In studies where self-monitoring has been shown to have 
no effect on target behaviors, there has been no evidence of any 
deleterious effects (Rosenbaum & Drabman, 1979) 
Students who monitor their own behavior often receive 
satisfaction from accepting personal responsibility. This 
responsibility may be one of the fe. times In their lives that they 
have exerted a high degree of self-1n1t1at1ve (Armstrong and Frith, 
1984). Self-mon1tor1ng 1s an Initial step 1n gaining self-control 
as it introduces self-responsibility. 
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mmmna procedures. Almost no research has been conducted to 
provide guidelines for the most useful self-recording devices and 
procedures. One of the most important considerations 1n selecting a 
self-recording device or procedure 1s that 1t fit  the target 
behavior being recorded. Other considerations are ease of 
implementation, accessibility, cost,  and device obtruslveness 
(Nelson, 1977). 
A self-recording device which is obtrusive may be an asset.  An 
obtrusive device could serve as a discriminative stimulus to cue 
both self-recording and behavior changes. Broden et .1.(1971) noted 
that the presence of slips of paper used to self-record study 
behavior seemed to cause Increased studying, even when the subject 
did not engage 1n the s e l f -recording response. 
The frequency count 1s an appropriate recording procedure for 
use 1n self-recording when the target behavior 1s discrete. Even 
though children are capable of accurately assessing their behavior, 
they have generally been found to be Inaccurate self-recorders 
(Kazdin, 1974). Both Hundert and Bucher (1978) and Nelson et al.  
(1978) successfully taught children to have increased accuracy of 
self-recording with respect to arithmetic performance and 
appropriate verbalizations, but 1n neither case did increased 
accuracy lead to better performance. As the self-recorders'  data 
are not the sole source of Information 1n most research, their 
accuracy may not be of utmost concern. 
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F.it . . r a  research.  Kanger (1976) suggested that  subjects may 
self-record negatively valenced behaviors less accurately than 
posit ively valenced behaviors.  Since attention to undesirable 
behaviors may produce negative self-evaluation,  the subject  may 
avoid negative self-evaluation by not at tending to and/or not 
recording the occurrence of undesirable behaviors,  thus producing 
inaccurate data.  Tofte-T1pps et  al .(1982) also suggested that  
students with a history of problems may connect any type of record 
keeping with punishment;  therefore,  they might not be accurate 
self-recorders out of fear that  the data would be used against  them. 
Conclusion 
The l i terature suggests that  many students with learning 
disabil i t ies do not perform as well  as nondlsabled students,  ei ther 
academically or socially.  In the past  1t  was expected that  the 
students with learning disabil i t ies would automatically learn social  
skil ls  once they had become more academically successful  and 
been mainstreamed back into the regular classroom, where they would 
model their  behavior after  their  more socially successful  peers.  
The l i terature demonstrates that  this did not occur naturally 
and that  many learning disabled students were isolated within t  
regular classroom. From a growing understanding of the need for 
successful  social  Interaction as a basis for future mental  health as 
well  as job success,  there 1s emerging a variety of social  skil l  
training programs. Some have been successful  in training social  
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skil ls  within a contrived environment with adults acting as training 
and conversation partners.  Other studies are beginning to look at  
less structured and more natural  training environments as one way to 
encourage the transfer of the skil l  from the training sett ing to the 
classroom. Also developing 1s a focus on conversational skil ls  of 
learning disabled students as one area where change could possibly 
Improve the acceptance of the students within the mainstream. 
Questions are constantly being raised In the current l i terature 
which are concerned with the transfer and durabil i ty of the new 
skil ls  to the natural  environment.  Self-mon1toring is  a strategy 
which has been successful  in moderating the transfer of the new 
skil l  from one sett ing to another.  Also,  through self-monitoring 
the student actively engages in the process of changing the 
behavior;  thus,  i t  is  theorized that  the behavior might be 
maintained for a longer period of t ime. 
The current task for educators is  to develop and research 
interventions which address the social  needs of learning disabled 
students and to actively program for transfer and maintenance.  The 
following chapters report  on an experiment conducted to determine 
whether a  conversational skil ls  training program Incorporating 
self-monitoring techniques can successfully train,  generalize,  and 
maintain conversational behaviors of elementary students with 
learning disabil i t ies.  
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Chapter III  
METHODOLOGY 
Pilot  Study 
Before the research project  was f inalized a pilot  study was 
conducted 1n a neighboring school distr ict .  I t  was done 1n order to 
test  the communication skil ls  training program and self-mon1tor1ng 
procedures with elementary students with learning disabil i t ies.  A 
multiple baseline research design across behaviors was used.  
Two students cert if ied learning disabled who were mainstreamed 
were nominated for the pilot  study by their  special  education 
teacher and principal because they had Inadequate communication 
skil ls .  They formed the experimental  group. In Pennsylvania 
learning disabled 1s defined as "a deficiency In the acquisit ion of 
basic learning skil ls ,  including but not l imited to the abil i ty to 
reason, think,  read,  write,  spell  or to do mathematical  
calculations,  as Identified by an educational and psychological  
evaluation" (Pennsylvania Bulletin,  1977).  In addit ion,  two regular 
education students of the same age were nominated by their  teacher 
and principal to serve as the social  comparison group and as 
peer-trainers 1n the study. The behavior of the regular education 
students served as a reference point ,  a point  of comparison, for the 
performance of the students with learning disabil i t ies,  
regular education students also worked with the experimenter by 
modeling the targeted behavior and practicing the behavior with the 
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experimental students.  To guide the decision-making of the teachers 
and the principal* the experimenter developed a form which Included 
a description of socially acceptable behavior as well as a five 
point scale for evaluating the behavior of each student being 
nominated (See Appendix A). 
Kelly's (1982) s o c i a l-learning theory model of skill  
acquisition was used as a basis for developing the training 
package. Social-learning theory views social competencies as 
learned behavior and believes that these behaviors can be trained by 
using principles based on an understanding of naturalistic learning. 
The following learning principles were used as a basis for tralnl g 
the targeted social behaviors: (a) presentation of rationale and 
instruction. <bl modeling of behavior/skill ,  CO behavior rehearsal.  
Id) feedback/reinforcement.  The students were trained In three 
conversational skills (question-asking. Information-adding, and 
minimal encouragers) In a sequential and cumulative fashion. Each 
day the experimental students met with the experimenter for a total 
of 30 minutes.  These sessions were audiotapes. After each training 
session, the experimenter observed the experimental students 1n a 
regular education classroom for 30 minutes,  using a Class 
Observation Chart developed by the experimenter (see Appendix 
Prior to the start  of conversational skills training, the 
experimenter met with the two regular education students who served 
a s  peer-trainers.  Using the format of the training package, the 
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experimenter worked with the peer-trainers until they reached 
criterion level on the conversational skills and understood their 
responsibilities 1n the training setting. On the day a new 
conversational behavior was to be introduced the peer trainers 
joined the experimental students in the training setting. Through 
participation in conversations with the experimental students, the 
peer trainers modeled the new conversational behavior and exhibited 
socially appropriate behavior. 
The daily procedure was to introduce a topic for that day's 
conversation through a short selection read by the experimenter. 
The selection was read aloud; then the experimenter reviewed the 
selection and asked, "Are there any questions?" If after three 
seconds the students did not respond, the experimenter posed a 
series of questions ranging from general to gradually more specific 
as a means of stimulating discussion. Once the discussion had 
beaun, the experimenter remained silent and allowed the conversation 
to continue for four minutes without changing Its direction or 
content. 
The topics were open-ended scenarios involving elementary age 
students in situations at school, home and in the community. They 
were developed by the experimenter based on story situations from 
Understanding P"r ISSlingS (La La Rue & H111' 1969K The 
students found it difficult to become involved enough 1n the 
scenarios to use them as a basis for a four minute conversation. 
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Therefore, 1t  was decided to change the format which would be used 
1n the research project.  
After the experimental students had learned the three 
conversational skill  behaviors,  they were trained 1n 
self-monitor1ng techniques. The charts which the experimenter had 
developed proved to be too confusing and were revised for the 
research project.  Because of t ime constraints,  there were no fading 
or follow-up sessions. Fading 1s the process of slowly withdrawing 
all  prompts which could remind the students to use the trained 
behaviors.  Follow-up refers to checking at  regular intervals after 
the termination of training sessions to monitor if  the students are 
continuing to use the trained behaviors.  
The targeted behaviors were confirmed as skills that students 
considered to be socially competent use in conversations and which 
students with learning disabili t ies do not use or use to a much 
lesser degree. The training package was confirmed to be effective 
tn teaching the targeted skills with some minor revisions in the 
procedures.  The period of t ime for the pilot project was restricted 
to approximately three days for each new skill / technique. 
Therefore, no long term evaluation could be made, but there was some 
generalization of behaviors to the regular classrooms Into which the 
experimental students were mainstreamed. 
One of the experimental students had a speech disorder which 
made the time l imits difficult  to enforce. Thus, the experimenter 
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decided to define more specifically the characteristics of the 
students to be involved 1n the research project so that only the 
variables being tested would Influence the results.  
Research Project 
ftHflPl* population 
Eight elementary school students were nominated by their 
special education teachers and principal as having conversational 
skill  problems. As in the pilot study, a form was given the 
teachers and principal to be used as a guide in their selection. 
The students who were nominated were: (a) between the ages of ten 
and twelve years, (b) classified as learning disabled based on a 
discrepancy between achievement and Id, and (c) within an IQ range 
of 83 and 110. Four of the students were 1n the fourth grade (two 
boys, two girls) and four were In the fifth grade (one boy, three 
girls).  They all  attended special classes for the learning disabled 
but were malnstreamed for at least part of their day. All of the 
students were from lower socio-economic level families. 
A social comparison group of students was nominated by their 
teachers and principal using the same methods as used with the 
experimental students. The criteria were that they were only 
involved 1n the regular education program and had age appropriate 
conversational skills.  To match the experimental students, there 
were four in the fourth grade (one boy, three girls) and four in the 
fifth grade (two boys, two girls).  Of these eight students, four 
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were from families 1n which at  least one parent worked within the 
school system as an assistant principal# a teacher,  or a l ibrarian 
and the other students were from the same socio-economic level.  
Within the research project,  all  students were grouped according to 
grade. 
The teachers were nominated for participation 1n the project by 
the Central Susquehanna Intermediate Unit (CSIU) which serves 
seventeen school districts 1n five counties 1n the Susquehanna 
Valley. The CSIU is the facili ty responsible for special education 
services 1n the predominately rural central Pennsylvania area In 
which the school 1s located. 
SttlLteSt Permission 
Prior to the beginning of training, either the parent or the 
guardian gave permission for the participation of each student in 
the research project (see Appendix B). They also gave permission 
for the sessions to be audlotaped and videotaped. 
Settings 
The purpose of this study was to Investigate whether particular 
behaviors acquired In the training environment would generalize to 
and be maintained 1n, other settings. All training sessions were 
conducted in a section of the school l ibrary which was approximately 
14»x 13*. The section was separated from the library on three sides 
by five foot high portable book shelves. There was no door and the 
entry opened directly onto the entrance to the library which was 
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used as a cross-over route from one module of the the school to the 
other.  There were two student desks with three chairs.  The desks 
were placed facing each other with the experimenter at  one desk on 
one side and the two students sharing the desk on the other side.  
The regular classrooms 1n which the students were observed were 
constructed to be used as open classrooms. The teachers kept the 
rooms separated with cell ing to floor accordlan-type movable 
dividers.  The arrangement of the desks depended on the teacher and 
the assignment for the day. 
The natural  environment assessment was conducted in the office 
of the l ibrarian.  This was a long narrow room with one wall  
constructed with clear glass from the middle to the ceil ing.  Th 
room could be totally closed off from the l ibrary.  The room held 
al l  the furniture and supplies of the l ibrarians.  A student desk 
and two student chairs were brought in for the assessment sessions.  
Trsinino; Observers T a p e  Rater/  and Peer Trainers 
The experimenter trained the observers using the procedures 
suggested by Cobb (1971) for observing in an academic si tuation (see 
Appendix E).  Observers were required to demonstrate a minimum of 
80S agreement level in training.  Once trained, one observer 
collected data dally and the second observer collected data once a 
week in order to obtain interobserver rel iabil i ty.  The second 
observer made random checks on different days of the week and at  
different t imes during the sessions.  
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The tape rater was trained by the experimenter using pertinent 
sections of the observer's manual. The rater was required to 
demonstrate a minimum of 80% agreement with the experimenter before 
beginning to work with the tapes. 
The experimenter also trained the peer-trainers. A standard 
script was followed which demonstrated the different conversational 
behaviors through a role-playing format. The trainers were taught 
in the same progression as the experimental students. They received 
instruction which Included: the rationale for the use of the 
behavior, the modeling of the behavior by the experimenter, the 
practicing of the behavior by the peer-trainers, and receiving 
feedback and reinforcement from the experimenter. 
otfror P^nnneir Experimenter find Video Technician 
The experimenter (a) trained the observers, peer-trainers, and 
tape rater, lb) acted as leader of the conversational skills 
classes, (c) conducted the audlotaplng assessments, and (b> 
conducted both the follow-up and natural environment assessments. 
The videotaping was completed by the director of audiovisual 
services at a nearby university. 
Priming procedures 
During baseline each student was videotaped during a training 
session as well as In the regular classroom Into which they were 
malnstreamed. The experimenter explained the purpose of the 
videotaping and encouraged the students to Ignore the camera and 
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technician. Neither the arrangement of the training setting nor 
that of the classroom was changed. The students were able to see 
the tape at a later date during a special session. 
After training was completed each student was again videotaped 
1n the training setting. The reason for videotaping a pre and post 
training session was to have another record of the students' 
behaviors. The post session tapes show the students' use of the 
self-monitoring techniques and their total Involvement In the 
process. 
It was decided not to tape 1n the classroom, as It had been too 
disruptive. The value of the videotaping in the classroom was 
lessened because the students were distracted by the process; 
therefore, their behaviors changed. The behaviors of the other 
members of the class were more affected than the behaviors of the 
experimental students. 
All sessions in the training setting .ere audiotape.!, as .ere 
the natural environment assessments. Data from the classroom 
setting .ere obtained through direct behavioral observation. By 
using the Classroom Observation Chart both the behavior of the 
students and the teachers .ere recorded. 
Design 
A single-case research design .as developed as the most 
appropriate method for examining the relationship bet.een the 
variables of Interest to this study. Single-case research has 
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typically been used to examine specific behaviors at  the individual 
level of analysis.  The research question for this investigation 
evaluated the effectiveness of a training package for (a) changing 
the behavior of specific learning disabled children and* (b) 
programming for generalization and maintenance. As most special 
education classrooms are organized for either individualized or 
small group learning* the use of a single-subject research design 
has direct applicabili ty for future use by special education 
teachers.  
Schloss* Sedlak* Elliott  and Smothers (1982) have presented a 
convincing argument for the use of single-subject research as an 
alternative to group study. The following is a brief summary of 
their conclusions: (a) Statistical significance obtained through 
inferential statistics does not necessarily demonstrate the 
significance in the classroom of the treatment.  In contrast* the 
effectiveness of single subject research 1s judged by the difference 
between the strength of the behavior prior to treatment and the 
strength of the behavior following treatment,  (b) Individual 
responses to treatment are highlighted in the single-subject 
approach* while differential responses to treatment are averaged 
across a number of Individuals in the group approach, (c) A 
single-case approach allows the practit ioner to specify those 
children for whom the given educational program was or was not 
effective, thereby enhancing the abili ty to match the program to the 
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needs of Individual children. <d) Single-subject designs evaluate 
the variabili ty of behavior within the Individual across program 
conditions and do not rely on the comparison between one subject and 
another,  te) The application of single-case experimental 
methodology allows for the valid and reliable assessment of the 
effectiveness of a given educational practice. 
There are different types of single-case experimental 
procedures: (a) reversal designs* (b) multiple-baseline designs, 
and (c) the Ghang1ng-cr1ter1on design. Within each major design 
option there are a number of variations. The particular design 
chosen for this research project 1s the multiple-baseline across 
behaviors.  In a multiple baseline design the target behaviors of 
the students serve as controls for assessing the effects of the 
training. If  the target behaviors change only after training has 
been applied, 1t  clearly establishes that the training was the 
cause of the changes in the performance. 
Single-case experimental designs usually begin with observing 
and collecting data on the behavior for several days before 
Intervention 1s Implemented. This f irst  phase 1s called the 
baseline condition and provides Information about the extent of the 
problem. The data collected serve as a criterion to evaluate 
whether the intervention leads to a change. 
If  there 1s relatively l i t t le variabili ty 1n the behavior,  the 
baseline condition 1s considered to be stable.  The data must be 
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stable as baseline performance 1s used to predict how the child will  
behave 1n the future. If  there 1s change in the performance in a 
particular direction# this 1s referred to as trending. Trending 1n 
the opposite direction from that which the Intervention 1s designed 
to achieve does not present a problem. A trend 1n the same 
direction that the Intervention 1s l ikely to produce would make 1t 
difficult  to evaluate the effect of a subsequent Intervention. 
Once stabili ty has been established# the treatment 1s applied 
to the first  behavior.  Data continue to be collected until  the 
behavior has stablized under the conditions of the Intervention. 
The changes In behavior need to be of sufficient magnitude (dramatic 
and Immediate) to provide clear evidence of experimental 
control—the behavior changed because of the application of 
treatment and not as a result  of maturation or any other variable.  
Once treatment 1s Introduced 1t 1s not withdrawn or reversed. 
One of the strengths of a multiple baseline design is that 1t does 
not require any aspect of the training to be sacrificed for 
experimental control purposes. After the first  behavior change has 
stabilized# the treatment Is applied to the second behavior until  I t  
has stab11zed. The training continues until  the treatment has been 
applied to all  the targeted behaviors.  If  the behaviors change only 
with the introduction of treatment,  1t  can be concluded that the 
treatment condition is the cause of the changes 1n the performance. 
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Schloss et  al .  (1982) consider the major disadvantage of 
single—case research methodology to be the l imited confidence one 
may place 1n generalizing findings from one Individual to another.  
They suggest  that  this objection may be addressed through the 
systematic replication of single-case designs and they present 
detailed guidelines for accomplishing the goal.  
Variables;  Independent and Dependent 
For the purposes of this study the Independent variables were 
the conversational skil ls  training package ( instruction,  modeling,  
behavior rehearsal ,  feedback) and the self-mon1tor1ng procedures.  
The dependent variables were:  (a)  asking conversational questions 
which were referred to as question-asking, (b) adding information to 
the conversation which were referred to as Information-adding, and 
(c) giving reinforcing /  acknowledging comments which were referred 
to as minimal encouragers.  
P?lirp1 t a t i°n s  
The study was concerned with students with learning 
disabil i t ies who attended elementary school and were served by the 
Central  Susquehanna Intermediate Unit  1n central  Pennsylvania.  I t  
was concerned only with those social  behaviors which have been 
defined as conversational behaviors.  I t  was not concerned with 
academic behaviors or with generalization beyond the school sett ing.  
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I Imitations 
The study was concerned only with verbal behaviors. No 
technical support equipment was developed especially for the study; 
therefore, wrist counters, bead bracelets, tape-recorded beeps, etc. 
were not used 1n the training and practice of the self-monitor1ng 
technique. 
Session Procedures 
The purpose of this study was to Investigate the acquisition, 
generalization, and maintenance of appropriate small group 
conversational behavior. Each day the experimental students were 
observed and data taken in two separate settings—the training 
setting and the classroom setting. After training was completed, 
(a) follow-up data were collected in each of the separate settings 
and (b) a conversation of each student with a novel partner 
novel environment was audiotaped. 
Iralfllns Setting 
Each day, according to a prearranged schedule, the 
experimental students came 1n pairs to the training setting. They 
sat at a desk placed 1n front of the desk of the experimenter. On 
those days In which a new behavior was to be Introduced, the 
experimenter gave the rationale for learning the behavior and 
provided Instructions on how to perform the behavior. The 
experimenter modeled the behavior for the students, and each of the 
students practiced the behavior with the experimenter who provided 
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feedback and reinforcement (social praise).  Next* the students were 
asked what topics they would l ike to talk about when using the new 
behavior? A short 11st of topics was written on a sheet of paper to 
which they could refer.  The experimenter then asked, "Are there any 
questions?" If  there were no questions, the tape recorder was 
turned on. If  after three seconds the students did not begin a 
conversation, the experimenter would prompt by referring to the l ist  
of topics and asking a question. The questions ranged from general 
to gradually more specific until  the discussion began. Once 
discussion began, the experimenter remained silent and allowed the 
conversation to continue for four minutes without changing i ts 
direction or content.  The tape recorder was then turned off.  
This was the general format of each training session. The only 
difference was that,  after the first  day 1n which the behavior was 
introduced, the training session began with a review of the 
behavlor(s) that the students would practice that day. After each 
session, the students would return to their classrooms. 
r.1 aesroorn getting 
Each day the students were observed during a class period 1n 
which they were mafnstreamed Into a regular classroom. All teachers 
were naive as to the behaviors being trained and the techniques 
used. The students sat at  their assigned desks and there was no 
change in the instructional program of the classroom. The purpose 
of this observation was to learn if  the skills gained In the 
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training setting would transfer to the malnstreamed classroom 
setting without further Instruction and 1f the transfer would be 
durable. 
Natural Environment Setting 
This was one session 1n which the students were able to Invite 
a schoolmate to talk with them for four minutes (audlotaped) 1n a 
setting different from both the classroom and the training settings. 
The Invited students were naive as to the skills being trained 1n 
the program. The guest and the experimental student discussed 
possible conversation topics; then the tape recorder was turned on 
after which the experimenter left the room for four minutes. The 
door was closed. The experimenter returned after four minutes, 
turned off the recorder and excused the students to return to their 
respective classrooms. 
Definitions 
For the purposes of this study, three conversational behaviors 
were observed: (a) asking conversational questions, (b) adding 
Information to the conversation, and (c) using minimal encouragers 
(giving reinforcing/acknowledging comments). 
Asking a conversational question was defined to Include: (a) 
any command by the student, <b) any question by the student, (c) any 
"question of clarification" by the student, and Cd) any statement by 
the student that 1n effect functions as a question. 
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Following a statement by the other conversant, such as "I go 
to Hilton Elementary.", an example of (a) would be "Tell me more 
about that."; Cb) "How long have you gone there?"; <c> "Milton 
Elementary?" or "Oh, really?" or "You do?"; and <d> "So you live in 
Milton." (Minkin et al.» 1976). 
Adding information to the conversation was defined to Include: 
(a) adding a statement relevant to the topic, Cb> agreeing with the 
other conversant and providing a rationale, and (c) disagreeing with 
the other conversant and providing a rationale. 
Following a statement by the other conversant such as "Nuclear 
war would destroy more than 1t would save." an example of 
(a) would be "Only the cockroaches would survive the nuclear 
winter."; (b) "I agree that the end doesn't justify the means. 
(c) "No, 1t would save our freedom." 
Using minimal encouragers .as defined as brief utterances which 
convey Interest and show attending. An utterance could be neither a 
conversational question nor a response to a conversational question. 
and 1t could or could not be directly followed by further utterahces 
by the student. 
Following a statement by the other conversant, such as "I think 
blue Is the best color.", an example would be "That's nice", "Good". 
"I agree.", "That's Interesting". "I know", "Um-humm", "Oh, really", 
"Oh", "Blue", (repetition of part of what was said unless Intoned as 
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a question) (Bradlyn, H1mad1, Cr1mm1ns, ChMstoff,  Graves,  4 Kelly,  
1983; Minkin et  al . ,  1976).  
The responses noted above do not Include al l  of the different 
communication modes which can be observed during conversations.  I .e.  
nonverbal Interactions.  For this research project  the focus was 
l imited to verbal responses.  Non-verbal responses were considered 
as beyond the scope of this study. Observers were trained to take 
descriptive notes In the event that  incongruit ies were noted between 
the verbal responses and the non-verbal responses (I .e. ,  facial  
expressions,  tone of voice,  body language, etc.) .  The responses of 
the teachers to the students were also recorded on a daily basis.  
63 
Treatment Procedure 
A multiple base!tne-across-behav1ars design was used to 
demonstrate control of the dependent variable by training. Baseline 
data were collected across the three target behaviors for each of 
the students.  After a stable rate was achieved during baseline, the 
training of the first  conversation was Implemented while baseline 
continued for the other behaviors.  The initial  behavior changed 
while the other two remained at  or near baseline rate.  Following 
five days of intervention with the first  target behavior,  the second 
was Included In the training. This procedure was continued until  
all  three target behaviors for which baseline data were collected 
were Included 1n the training. In each case intervention shifted 
subsequent behaviors only after at  least five sessions had occurred 
and stabili ty 1n the target behavior had been observed. Each day 
data were taken 1n both the training setting and the classroom 
setting 1n order to get Information about the transfer of the 
learning from the training environment to the natural environment.  
Then, after the three conversational skills had been trained 
were stable,  the experimenter Introduced self-mon1tor1ng techniques 
to the experimental students.  
The following discussion of the treatment procedure 




Baseline;  Tuning Sett ing.  Prior to training the 
experimental  students were given a schedule as to when they were to 
come to the section of the l ibrary which was set  up for the training 
sessions.  They were divided into dyads by the experimenter.  The 
partners rotated on a daily basis during baseline.  The experimenter 
asked the students to decide between themselves on some topics about 
which they could talk.  When they were ready, the experimenter asked 
"Are there any questions?" If  there were no questions,  the tape 
recorder was turned on and the two students talked with each other 
for four minutes.  Then the experimenter turned off  the recorder and 
the two students returned to class and another dyad began the same 
process.  After al l  the sessions were taped on a day, the 
experimenter l istened to the tapes and recorded the Information on a 
daily chart .  
Baseline £las&CQgffi Setting. On the same five days, the 
students were observed 1n the classroom into which they were 
mainstreamed. On the Classroom Observation Chart ,  the observer 
recorded each student 's  conversational behaviors and the behavior of 
the teacher toward the student.  The teacher 's  behavior was recorded 
so that  i t  could be noted whether the student 's  behavior changed 
because of the skil ls  training or because the behavior of the 
teacher to the student changed. 
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Intervention: Conversational Behaviors (CBI 
rfi 1 (Quest1on-askiPfl>:Tra1n1no Setting. Following the schedule 
given to them at the beginning of the project the students came to 
the training setting on a daily basis. On the first day of 
training the experimenter Introduced the skill-behavior and provided 
a rationale for Its Importance. Two students who had been trained 
as peer-trainers engaged In a brief conversation with each other in 
Which they modeled the skill-behavior. Then the group was divided 
Into dyads, which included one experimental group student and one 
peer-trainer, for behavior rehearsal of the targeted behavior. The 
experimenter walked among the dyads to provide feedback and 
reinforcement (i.e. social praise). The conversations were 
audiotaped. The peer-trainers worked with the experimental group 
students only on the first day of training. 
On the following day the experimental students came to the 
training setting at their scheduled time. Each student was given a 
sheet for graphing the data taken from the audiotaped conversations 
(see Appendix G) and instructed by the experimenter on Its use. The 
experimenter told each student the total number of times he or she 
had used the targeted behavior on the previous day and the student 
placed a data point on his or her graph. Beginning with the third 
day of training, the data points were connected and the student 
could visually evaluate his or her performance. Thus, 
individualized feedback was provided on a daily basis. 
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After the students had recorded the dally Information on the 
graph and the papers had been collected* the experimenter reviewed 
the rationale and Instructions for the behavior being trained. 
Topics were chosen by the students and a four minute conversation 
was taped. The skill was considered learned when a majority of the 
experimental group students reached the criterion level of asking at 
least three questions per minute 1n a four-minute conversation. The 
phase continued for a total of five days. 
CB 1 (Question-asking): Classroom Setting. The students were 
observed during the class period 1n which they were mainstreamed 
into the regular classroom. Using the Classroom Observation Chart* 
each day the observer recorded the experimental students' 
conversational behaviors and the behavior of the teacher toward the 
experimental students. 
C R  7  ( T n f o r m a t H d I n n )  a n d  C P  1  ( M 1 n 1 l h f ll »nCQWraqgrs). The 
procedures used in these two phases were a replication of the 
procedures discussed in CB 1 with the exception that the 
peer^trainers were not used. This was because of schedule 
conflicts. The experimenter taught the behaviors sequentially and 
cumulatively. After CB 1 stablized, CB 2 was Introduced and trained 
as described in CB 1: Training Setting. After CB 1 and CB 2 were 
stable* CB 3 was Introduced and trained. The students were expected 
to maintain an acceptable level of performance on previously 
acquired behaviors while adding the new behavior. If behavior which 
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had been acquired earl ier  began to decrease* the experimenter  
reinstated the training unti l  cr i ter ion was again reached.  The 
cr i ter ion for  a behavior changed as new behaviors were added.  The 
f inal  cr i ter ion for  a  four minute conversat ion was quest ion-asking 
(7) ,  Information-adding (7) ,  and minimal encouragers (2) .  The 
s tudents  were observed and data recorded 1n the classroom set t ing 
dai ly.  
f-monltorinQ 
After  the students  reached cri ter ion level  on the three 
conversat ional  ski l ls ,  the experimenter  Introduced the 
self-monitor1ng techniques.  
w-mnnltnrln-  Train*"" Sett ir tn.  The fol lowing social  
learning principles were the basis  for  the training program for  the 
self-mon1tor1ng techniques,  Instruct ion/rat ionale,  modeling,  
behavioral  rehearsal ,  feedback/reinforcement.  
On the f i rs t  day of  t raining 1n s e l f-monitoring techniques,  
each experimental  s tudent  was given a  self-recording chart .  A 
rat ionale for  self-monitoring was discussed and instruct ions given 
on how to  use the chart .  The experimenter  modeled how to  record 
examples of  the targeted behaviors (CB 1 .  CB 2,  CB 3)  on the chart .  
Then the students  pract iced self-recording their  own conversat ional  
behaviors on the self-recording chart  during a  four minute 
conversat ion which was audlotaped as usual .  After  the session,  the 
experimenter  l is tened to the tape and wrote the number of  t imes the 
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student, used each behavior on the student's self—recording chart. 
This feedback was given to the student the following day at the 
beginning of the training session. 
During this phase, the students were given their 
self-recording charts at the beginning of each session. The results 
of the previous day's audlotaped conversation were written on the 
chart by the experimenter for comparison with the data the student 
had self-recorded. The students charted the totals taken by the 
experimenter from the audiotape onto their data graph. Data were 
collected for nine days. 
Self-monltprlnfl! ClqsfrQnm Setting. S e l f -recording charts 
were also used in the classroom in which the students were 
mainstreamed. Each day at the beginning of the observation period 
the observer placed the students' classroom s e l f -recording charts on 
their individual desks and picked them up at the end of the period. 
Neither the observer nor the teacher encouraged or reminded the 
student to use the chart. There was no Instruction In the classroom 
concerning self-mon1tor1ng. 
f^nwtm ftfr^fisment 
Probes were used as follow-up to assess the degree of 
maintenance of the trained conversation skills after the completion 
of the training program. Katdin (1982) defines probes -as the 
assessment of behavior on selected occasions when no contingencies 
are in effect for that behavior-Cp.209). The probes were 
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administered by the experimenter following the completion of the 
project at  two week, four week, six week, and eight week Intervals.  
They were frequent so as to monitor the behaviors closely 1n order 
to ascertain when training would need to be reinforced 1f the 
behaviors were to continue to be maintained. 
Data were collected both in the training setting and the 
classroom setting. The structure of the probes was Identical to the 
procedures used during training both in the training setting and 1n 
the classroom setting. During the probes, the self-recording charts 
were made available to the students in the training setting and 1n 
the classroom setting. 
Fading 
Fading is the gradual removal of any prompts which might cue 
the student to use the procedures or behaviors in which they had 
been trained. No fading procedures were Introduced in the classroom 
setting. After the training program was completed, the students did 
not continue to use their self-recording charts on a dally basis in 
the classroom setting as the teacher was not Involved in the 
research project.  During the follow-up probes in the classroom 
setting, the observer placed the charts on the Individual desks of 
the experimental students at  the beginning of the observation period 
but no comments were made encouraging their use. The observer 
picked up the charts at  the end of the observation period. 
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During the follow-up probes within the training setting* the 
experimenter gradually faded the use of the self-recording chart as 
a prompt using the following progression. First Probe: The 
experimenter placed the self-mon1tor1ng charts on the desks and the 
students were asked to use their charts.  The students set 
individual goals as to the criterion they wanted to reach that day 
for each of the three behaviors. Second Probe: The experimenter 
placed the charts on the desks and the students were asked to use 
them. To set specific behavioral goals was optional. Third probe. 
The experimenter placed the charts on the desks and the students 
were requested to use them. Goals were not mentioned. Fourth 
probe: The experimenter placed the charts on the desks. Neither 
the charts nor the behavioral goals were mentioned. 
Fnvi ronment Assessment. 
An assessment .as made to discover If the experimental students 
would use the three conversational skills 1n a novel environment 
,1th a partner not involved 1n the training: program. The students 
.ere asked to .rite a 11st of three students ,1th .horn they .ould 
like to have a conversation, putting the 11st In order of first 
choice at the top through last choice at the bottom. The 
experimenter asked permission of the teachers for the Invited 
students to participate in a tape recorded session. I t  .as held In 
the librarian's office. 
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The Invited students were naive as to the behaviors trained and 
to self-mon1torlng procedures. To ensure the standardization of the 
natural environment assessment# each session was organized in the 
following manner. The experimenter explained to the visiting 
students that they would participate in a four minute audlotaped 
conversation. Before each session began the experimental student 
and the visiting student discussed a possible choice of topics. The 
experimenter turned on the tape recorder and left the room, shutting 
the door, for the four minutes. The experimenter then returned, 
turned off the tape recorder, and the two students returned to their 
respective classrooms. 
presentation Of thfr Data. 
Measurement alone does not permit the Identification of 
functional relationships between Independent and dependent 
variables. This 1s accomplished when a behavior is measured «1th1n 
the framework of a research design and the particular Interventions' 
effect on behavior 1s evaluated. Applied researchers regularly plot 
the data on a graph and conduct a visual analysis of the graphically 
displayed data. In this way the researchers are able to Isolate the 
variables which have Influenced the behavior. 
For this research project a line graph was used on which 
behaviors were monitored across time within one setting. This 
method of visually displaying the data was chosen as it permits both 
the researcher and the reader to evaluate continuously the effect 
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the Intervention has had on the dependent variables. The graph 
communicates the data without assistance from written material. 
Gast and Tawney (1984) suggest several advantages of a visual 
analysis strategy for special educators. It focuses on the analysis 
of Individual data patterns* thereby facilitating the 
Individualization of Instruction. By graphing and analyzing the 
data for all students* the effectiveness of an intervention with an 
Individual student is neither overestimated nor underestimated. 
The visual analysis of graphic data permits discovery of interesting 
findings which may not be directly related to the original research 
question. Serend1p1tious findings (Sidman* I960; Skinner, 1956 as 
cited in Gast & Tawney) are possible because "primary" data are 
collected* graphed and analyzed continuously. For these and other 
reasons not reviewed, the visual analysis of graphic data has proven 
to be both a practical and a reliable strategy. 
Reliability and Van-ditv 
TetemhaBrvBr rgHafcima 1n the classroom setting .as 
demonstrated by the percentage of agreement bet.een the observer and 
the outside observer. This .as calculated by dividing the number of 
agreements on occurrence of the targeted responses by the total 
number of agreements plus disagreements and multiplying by 100. 
The following method for determining mterrater reliability of 
conversational ratings in the training setting and the natural 
environment assessment .as used. Two different raters independently 
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and at  different t imes l istened to 25% of the dyadic conversations.  
One tape from each of the seven phases was selected: baseline,  the 
three conversational behaviors,  self-mon1tor1ng, follow-up, and the 
natural  environment assessment.  The raters determined the total  
number of t imes that  a subject  exhibited the targeted skil l  
behaviors 1n each conversation.  The percentage of agreement between 
the two raters was calculated by dividing the number of agreements 
on occurrence of the targeted responses by the total  number of 
agreements plus disagreements,  multiplied by one hundred. 
j a 1  v a l i d i t y  1s  a demonstration that  the Intervention,  and 
only the Intervention,  Is  responsible for the change 1n behavior.  
As the changes In the rate of the target responses occur concurrent 
with the Introduction of the training,  potential  threats to 
validity are ruled out.  
validity is  demonstrated through replication.  
Single-case studies can be used to develop specific treatment 
packages potentially applicable to well-defined treatment groups.  
With the information gained from the results  of single case studies,  
large group design can be developed to evaluate the treatment 
approach, thereby increasing one's  confidence in the generalization 




Results of the study are presented for each experimental 
student individually and are summarized as group results.  The data 
are presented 1n both written and graph form for both the training 
setting and the classroom setting. Within each of the two settings 
the students are grouped according to their grade level.  
In Chapter 1* several experimental questions were posed 
including: (a) What is  the effect of a social skills training 
program on the acquiring of the targeted conversational behaviors by 
students with learning disabili t ies?* (b) What 1s the effect of a 
program to train socfo-cognltive skills to students with learning 
disabili t ies?* Cc) What is  the effect of training in 
self-monitoring techniques on maintenance?* and (d) What 1s the 
effect of training 1n self-mon1toring techniques on generalization? 
To address these questions the data was organized 1n the 
following manner: First* the data were analyzed to determine 1f the 
targeted behaviors of the Individual student Increased with the 
Introduction of the conversational skills training program. All 
results were compared to the mean of the social comparison group* 
which was considered to be the model for behavior within the 
mainstream of the social system of the school.  The discussion of the 
conversational skills training program was divided Into three 
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sections: (a) question-asking results, (b) Information-adding 
results, and (c) minimal encouragers results. Second, the Impact 
of the Introduction of self-mon1tor1ng techniques on the use of the 
three conversational skills 1n the two settings was analyzed and 
compared to the mean of the social comparison group in order to 
provide Information about the power of self-mon1toring to enhance 
the use of skills learned 1n the training program. Third, the four 
follow-up probes were analyzed 1n order to provide data from which 
to develop conclusions about the durability of the training when 
combined with self-mon1torlng techniques. And, within the training 
setting there were additional data from a natural environment 
assessment »h1ch provided Information about the generallrablHty of 
the training when combined with self-mon1tor1ng techniques. 
Training Setting and Natural Environment Assessment 
Int?rratfr Agreement 
Two raters Independently and at different times listened to one 
randomly picked tape selected from each phase of the study: 
baseline, question-asking, Information-adding, minimal encour g 
self-monitoring. follo»-up, natural environment assessment. The 
raters determined the total number of times the experimental 
students exhibited the three Identified conversational skill 
behaviors within the timed four minute conversations. Each response 
was scored on an occurence/non-occurence basts. 
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The Interrater agreement was calculated by dividing the total 
number of agreements by the total number of agreements plus 
disagreements and multiplying by one hundred. Interrater 
reliability coefficients were 94% for the fourth grade conversations 
and 97% for the fifth grade. 
Data Analysis 
The analysis of the data of the effects of the training in the 
training setting and 1n the natural environment assessment 1s 
plotted on individual graphs, yielding eight multiple baseline 
graphic displays of the three targeted behaviors which were trained 
in a sequential and cumulative fashion in the following order: (a) 
question-asking, (b) Information-adding, (c) minimal encouragers. 
Each data point on the graphs 1s the number of times the skill was 
used during a four minute audio-taped conversation between two 
students on that particular day. Each display 1s divided Into the 
five sections of the study: (a) baseline, (b) 
1ntervent1on/training, (c) self-mon1tor1ng, (d) follow-up, (e) 
natural environment assessment. 
As an aid to help clarify the pattern of the data across 
phases, the mean and standard deviation of the soda! comparison 
group are Included on the graphs as reference points for the 
performance of the experimental students. This 1s shown on the 
graphs with three broken lines. The mean Is drawn 1n the middle 
with one standard deviation drawn above and one standard deviation 
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drawn below. The range of behavior of the social comparison group 
between one standard deviation above the mean to one standard 
deviation below the mean was Identified as the range of acceptable 
behavior for this study* or the normative range* 
The following are the figures for the means and standard 
deviations used on the graphs displaying information concerned with 
the training setting and the natural environment assessment, (a) 
For question-asking the mean was 8.25 with a standard deviation of 
4.8, resulting 1n a range of one standard deviation above the mean 
(13.05) to one standard deviation below the mean (3.45). (b) For 
Information-adding the mean was 7.87 with a standard deviation of 
2.4, resulting 1n a range from 10.27 above the mean to 5.47 below 
the mean, (c) For minimal encouragers the mean was 2.13 with a 
standard deviation of 1.55, resulting 1n a range from 3.68 above the 
mean to .58 below the mean. 
Individual Data 
Each of the experimental students 1s presented Individually. 
The data 1s visually displayed on a graph Immediately following the 
summary of the results for that student. The first four students, 
Anna, Angle, George, and Danny were 1n the fourth grade and 
Michelle, Angela, Nicole, and Montana were 1n the fifth grade at the 
time of the study. 
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Fourth Grade 
Alll lf l .* (a)  In baseline* the rates for question-asking were at  
or near zero.  With the introduction of training the rates Increased 
to within one standard deviation of the mean or above. The addit ion 
of self-monitoring both Increased the rates and stabil ized them at  
the higher level.  (b) During baseline sessions* Information-adding 
showed rates substantially below the mean 1n f ive out of seven 
baseline data points.  When training was Introduced to Increase the 
amount of information* the rate of behavior rapidly Increased to the 
mean or above one standard deviation above the mean of the 
comparison group. With the introduction of self-monitoring 
techniques* there was an immediate Increase in the behavior* 
followed by a decrease which quickly stabil ized at  or near the mean, 
(c)  Except for two data points* al l  baseline behavior for minimal 
encouragers was at  or near zero with al l  behavior below the mean. 
When 1t  was targeted for training* the behavior increased from zero 
level to near the mean and above. The Introduction of 
self-mon1tor1ng stabil ized the behavior within one standard 
deviation of the mean. During two sessions near the end of the 
study* the skil l  was used at  levels above one standard deviation 
above the mean. 
Follow-up data indicate variabil i ty but that  question-asking 
and information—adding were maintained above baseline levels and at  
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or near training levels. The data Indicate that minimal encourager 
behavior was not maintained above baseline levels. 
The natural environment assessment Indicates that 
question-asking transferred to the natural environment at a high 
level with the data point above the mean of the comparison group. 
Information-adding did transfer* but at a level lower than one 
standard deviation below the mean. Minimal encouragers did not 
transfer. 
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4th graoe: Anna 
Training 
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Angle, (a) Baseline data for question-asking showed great 
variabili ty with three out of five baseline points near zero. The 
Introduction of training Increased the number of questions asked 
during all  conversations to within one standard deviation of the 
mean or above. The rates were highly variable.  With the 
introduction of self-monitoring* the rates gradually decreased but 
became more stable while maintaining at  a level above the mean, (b) 
Rates for information-adding were at  or near zero during baseline. 
With training the rates Increased sharply with all  but one of the 
data points within one standard deviation of the mean or above. 
After self-mon1toring began* there was an Initial  decline 1n rates* 
but this was reversed and the last  data points are again within one 
standard deviation of the mean or above, (c) During baseline* the 
rates for minimal encouragers were variable but thirteen of the 
fifteen data points were at  or near zero. 
After training* the rates were within one standard deviation 
of the mean or above. With the addition of self-mon1tor1ng 
techniques the rates increased to a level In which seven out of 
nine data points were above one standard deviation above the mean. 
Follow-up data Indicate that the three behaviors were maintained 
above baseline levels at  rates within one standard deviation of the 
mean or above# except one data point 1n the fourth week. 
The natural environment assessment demonstrates that the three 
behaviors transferred to the natural environment at  a level that was 
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equal to or higher than both the baseline and the follow-up levels.  
In question-asking the data point  is  well  above the mean; 1n 
information-adding the data point  is  sl ightly below the mean; 1n 
minimal encouragers the data point  is  well  above one standard 
deviation above the mean of the comparison group. 
4th grade: Angie 
r^vxre. 2 ' Tr eining 
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George, (a) There was variabili ty during baseline for 
question-asking with three out of five data points at  or near zero. 
When training was Introduced, the rate of the behavior Increased to 
within one standard deviation of the mean or above. After the 
Introduction of self-mon1tor1ng, the rates were less variable and 
stabilized above the mean. Cb> The rates for Information-adding 
showed variabili ty during baseline recording with seven out of ten 
data points lower than one standard deviation below the mean. After 
training was Introduced the rates initially increased to the mean or 
above but subsequently fell .  With self-monitoring training a second 
Increase 1n rates was observed, showing a pattern of continually 
returning to near the mean. <c> The rates for minimal encouragers 
were at  or near zero during baseline. The introduction of the skill  
did not cause an lumediate change in the behavior,  but there was a 
slow Increase 1n the rate during training. With the Introduction of 
self-monitoring, there was a sharp Increase which was maintained 
within one standard deviation of the mean or above. 
Follow-up data show early stabili ty 1n question-asking but a 
final decline to almost baseline level.  Information-adding 
follow-up data show a gradual Increase 1n behavior with a final data 
point near the mean and above the majority of the baseline data 
points.  Minimal encouragers show variabili ty with a final data 
point near the mean and above baseline level.  
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The natural environment assessment demonstrates the transfer of 
the three behaviors at levels veil above both the baseline levels 
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Hannv. (a) During baseline the rates for question-asking were 
at or near zero. With the Introduction of skill training the number 
of questions asked Immediately and rapidly Increased. Throughout 
training all rates were within one standard deviation of the mean or 
above. After the Introduction of self-mon1tor1ng there was a 
decline 1n rates. This was reversed and the final data points were 
well above one standard deviation above the mean, lb) In the 
baseline sessions the rates for information-adding were between near 
zero and below the mean. During training the behavior increased, 
with some variability. All but two data points were within one 
standard deviation of the mean or above. With the Introduction of 
self-mon1tor1ng the rates again increased with the last two data 
points leveling off within one standard deviation below the mean. 
This leveling off coincided with dramatic Increases in the other 
two behaviors, (c) All but one of the rates for minimal 
encouragers were at or near zero during baseline. There was a sharp 
increase in this behavior with the introduction of training which 
was maintained within one standard deviation of the mean or above. 
With the addition of self-monitoring techniques the rates remained 
within the same range and. by the end of the study, had risen to 
above one standard deviation above the mean. 
Follow-up shows some variability, particularly In 
information-adding* but the final data points are .ell above 
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baseline levels and Indicate a continuing growth 1n the three 
skil ls .  
The natural  environment assessment demonstrates the transfer of 
the three skil ls  to a unique environment at  a level above baseline 
and at  a level comparable to the training sett ing.  All  of the 
behaviors were within one standard deviation of the mean of the 
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Michelle,  (a) During baseline the rates for question-asking 
were at  or near zero. With training* the number of questions 
gradually Increased and stabllzed for a period within one standard 
deviation of the mean. After the Introduction of self-mon1tor1ng 
the rates Increased to near the mean or above, (b) The baseline 
data for information-adding was highly variable,  ranging from near 
zero to above the mean. The Introduction of training increased all  
the rates to between the mean and above one standard deviation above 
the mean. With self-mon1tor1ng the rates Immediately increased but 
were variable.  The final data point for this behavior was above 
the mean, (c) In baseline sessions the rates for minimal 
encouragers were at  or near zero except for two out of the fifteen 
data points.  During training the behavior Increased to within one 
standard deviation of the mean. After the Introduction of 
self-mon1tor1ng the behavior Increased to near or above the mean. 
Follow-up data were highly variable,  with the final data point 
for each trained behavior within one standard deviation of the mean 
and at  a higher rate than the majority of the baseline behavior.  
The natural environment assessment demonstrates that the three 
behaviors transferred to the natural environment at  a level high 
than baseline behavior.  Question-asking was slightly lower than one 
standard deviation below the mean, information-adding was well  
above one standard deviation above the mean, and minimal encouragers 
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was slightly higher than one standard deviation above the mean of 
the comparison group. 
Baseline intervention Sell-monitoring Fellow-uo Generalization 
-ISO 
•MEAN 




Angela, (a) In baseline the majority of the question-asking 
data points were at  or near zero. With the Introduction of training 
she Increased dramatically her rate of question-asking# followed by 
a gradual decrease to below the mean. With the addition of 
self-mon1tor1ng techniques the rates again Increased and gradually 
stabilized above one standard deviation above the mean, (b) During 
baseline a majority of the data points for information-adding were 
below the mean. After training, the rates gradually Increased to 
above one standard deviation above the mean. During the 
self-monltortng sessions there was variabili ty with the final rates 
all  within one standard deviation of the mean. The decrease 1n the 
rates for information-adding coincided with dramatic Increases 1n 
question-asking and minimal encourager behaviors,  (c) Almost all  
rates for minimal encouragers during baseline ranged between zero 
and near zero. The introduction of training immediately increased 
the behavior to above one standard deviation above the mean. The 
introduction of self-monltoHng techniques Increased and stabilized 
the behavior at  rates well above one standard deviation above the 
mean. 
The follow-up data show decreases 1n question-asking and 
minimal encourager behavior.  The final data point for 
question-asking was below intervention levels but above the general 
baseline level and within one standard deviation of the mean. 
Minimal encourager behavior stabilized above the mean and well above 
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baseline levels.  The rates for Information-adding continued to 
Increase during follow-up with the last  data point equal to the 
highest rate during training. 
The natural environment assessment demonstrates the transfer to 
a unique environment of the three skills at  levels above general 
baseline behavior.  The data points range between slightly below the 
mean of the comparison group for question-asking to slightly higher 
than one standard deviation above the mean of the comparison group 
for information-adding. 
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NlrnlB. (a) In baseline, the rates for question-asking varied 
>etween near zero and below the mean. During training there .as 
/arlablllty with the majority of the bat. points above the mean and 
the majority of those were above one standard deviation above the 
mean. With the Introduction of self-mon1tor1ng the rates stabilised 
between the mean and one standard deviation above the mean, which 
was above baseline rates. <b> During baseline sessions the rates 
for Information-adding ranged between near aero and one standard 
wtth the Introduction of training the 
deviation below the mean. W 
rates Increased but eventually returned to baseline levels. When 
se1f-mon1tor1ng techniques were added, the rates again Increased. 
The final data points were one standard deviation above the me 
above. <c, During baseline a„ minimal encounager behavior data 
„r„ except for three grouped together near 
points were at or near zero 
, - wrf the study. There was an immediate 
the mean at the beginning 
i+h the introduction of training. This 
increase in the rates w there 
me mean During the self-mon1tor1ng period 
stabilized above the mean, u 
, th me final rates stabilizing above 
was some variability* 
standard deviation above the m behaviors 
. some variability in the three behaviors. 
Follow-up data show some 
mean well above baseline rates. 
+ =.hilized above the mean 
Information-adding behav ^ ̂  
. wh week# but rose sharpiy j 
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points were above baseline levels. During follow-up minimal 
encourager behavior continued to Increase with all data points 
well-above one standard deviation above the mean. 
The natural environment assessment demonstrates that the three 
skills transferred to a unique environment at higher rates than 
baseline behavior. The data points range between above the mean 1n 
question-asking to higher than one standard deviation above the mean 
of the comparison group for both Information-adding and minimal 
encouragers. 
Baseline Self-monitor i r.c Ct-oJll IA±\ I*. 
n 
20 30 






Montana, (a) During baseline, four out of five data points 
for question-asking were between zero and one standard deviation 
below the mean. With the Introduction of training there was an 
Immediate,  dramatic Increase 1n the behavior which achieved 
stabili ty near one standard deviation above the mean. The behavior 
increased slightly with the Introduction of self-monitoring, (b) 
In baseline sessions all  but one of the data points for 
information-adding was between near zero and one standard deviation 
below the mean. The behavior Increased when training was introduced 
and stabilized near one standard deviation above the mean. There 
was variabili ty in the rates after the introduction of 
self-monitoring with the majority of the data points grouped around 
the mean or above, (c) In baseline for minimal encouragers all  but 
two data points were at  or near zero. After the introduction of 
training there was a rapid but variable increase In the use of 
minimal encouragers with four out of five data points between the 
mean and above one standard deviation above the mean. With the 
addition of self-mon1tor1ng techniques the behavior stabilized 
above one standard deviation above the mean. 
Follow-up data was variable but the three behaviors continued 
above baseline levels.  The eighth week follow-up shows 
question-asking well above the mean and both information-adding and 
minimal encouragers well  above one standard deviation above the 
ean. 
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The natural  environment assessment demonstrates a transfer of 
the skil ls  to a unique environment at  a dramatically higher rate 
than baseline.  All  data points are well  above one standard 
deviation above the mean of the comparison group. 
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Group Da+ar Training Sett ing 
The Individual data are summarized 1n the following 
presentation of group results  organized according to grade level.  
Bar graphs (see Figures 17-22) visually summarize the data 
presented.  The mean of the social  comparison group 1s used as a 
reference point  for the performance of the experimental  students.  
The discussion is  organized into the three targeted behaviors with 
the data concerning each grade level presented separately.  
Qu<?*t1nn-ask1ng 
The mean of the comparison group was 8.25 with a standard 
deviation of 4.8.  One standard deviation below the mean was 3.45 
and one standard deviation above the mean was 13.05. 
Fourth Grade: For the fourth grade experimental  group, the mean 
of the baseline for question-asking was 2.36.  Training improved the 
number of questions asked to a group mean of 6.63.  At the end of 
the intervention period the group mean was 8.27.  The introduction 
of self-mon1tor1ng techniques Increased the performance to a group 
mean of 10.26.  The follow-up group mean was 9.25.  The group mean 
of the natural  environment assessment was 11.75.  Therefore,  from 
the end of the intervention period,  the group mean was higher than 
the mean of the social  comparison group. 
Fifth Grade: The mean of the baseline for question-asking of 
the fif th grade experimental  group was 3.3.  Training Improved the 
number of questions asked to a group mean of 8.75.  At the end of 
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the Intervention period the group mean was 9,52. The Introduction 
of self-monitoring techniques Increased the performance to a group 
mean of 11.11. The follow-up group mean was 8.73, The group mean 
of the natural environment assessment was 9.  Therefore# from the 
end of training period in question-asking, the group mean was higher 
than the mean of the social comparison group. 
Information-adding 
The mean of the social comparison group was 7.87 with a 
standard deviation of 2.4. One standard deviation below the mean 
was 5.47 and one standard deviation above the mean was 10.27. 
Fourth Grade: For the fourth grade experimental group, the 
mean of the baseline for Information—adding was 4.33. Training 
increased the total to a mean of 8.53. At the end of the 
intervention period the mean was 9.16. With the Introduction of 
self-mon1toring techniques the performance decreased to a group mean 
of 7.51. (The performances of the Individual students were 8.7, 6.8, 
6.25, 8.)  The follow-up group mean was 7.31. The group mean of the 
assessment 1n the natural environment was 7.  Therefore, with 
training the group mean increased to a rate higher than the mean of 
the social comparison group and always stayed within the normative 
range. 
Fifth Grade: The mean of the baseline for Information-adding 
of the fifth grade experimental group was 5.77. Training Increased 
the amount of information to a group mean of 9.4. At the end of the 
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intervention period the group mean was 8.95.  With the Introduction 
of self-monitoring techniques the total  performance decreased 
sl ightly to a group mean of 8.77.  The follow-up group mean 
Increased to 9.86.  The group mean of the assessment 1n the natural  
environment was 13.  Therefore,  with training the group mean 
Increased to nearly one standard deviation above the mean of the 
social  comparison group and during the natural  environment 
assessment 's  greater than one standard deviation above the social  
comparison group mean. 
Minimal Encouragers. 
The mean of the social  comparison group was 2.13 with a 
standard deviation of 1.55.  One standard deviation below the mean 
was .58 and one standard above the mean was 3.68.  
Fourth Grade: The mean of the baseline for minimal encouragers 
of the fourth grade experimental  group was .55.  Training 
the behavior to a group mean of 2.35.  The Introduction of 
self-mon1tor1ng techniques Increased the performance to a group mean 
of 3.69.  The follow-up group mean was 3.38.  The group 
natural  environment assessment was 4.75.  Therefore,  with training 
the group mean Increased to above the mean of the social  comparison 
group and during the natural  environment assessment was mere than 
one standard deviation above the social  comparison group mean. 
Fifth Grade: For the f if th grade experimental  group, the mean 
of the baseline for minimal encouragers was .7.  Training Increased 
105 
"the behavior "to a group mean of 3.15. The Introduction of 
self—monitoring techniques increased the performance to a group 
mean of 3.86. The follow-up group mean was 4.79. The group mean of 
the generalization probe in the natural environment was 5.25. 
Therefore* with training the group mean increased to nearly one 
standard deviation above the social comparison group mean and the 
group mean in the natural environment assessment was more than two 
standard deviations above the social comparison group mean. 
Classroom Setting 
Tnterobserver Agreement 
Each day the students were observed during the time they were 
mainstreamed into a regular classroom. Once during each phase a 
second obse.rver also would observe on a randomly selected day. Each 
observer independently determined the total number of t imes the 
experimental students exhibited the three identified conversational 
behaviors within the 30 minute classroom observation. 
Interobserver agreement was calculated by dividing the total 
number of agreements by the total number of agreements plus 
disagreements and multiplying by one hundred. Interrater 
reliabili ty coefficients for the conversations were 93% for the 
conversations of the fourth graders and 97% for the conversations of 
the fifth graders.  
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Efltfl Analysis 
The data for each experimental student are plotted 
Individually (see Figures 9-16). Each data point on the student's 
graph Is the number of times the skill was used during a thirty 
minute observation period In the regular education classroom Into 
which the student was being malnstreamed. The skill was counted 1f 
the student used 1t either with another student or with the teacher. 
Each graph 1s divided Into four sections: (a) baseline. <b> 
intervention, (c) self-monitoring, (d) follow-up. The mean of the 
social comparison group 1s not used on the Individual graphs as 1t 
would make the graphs too confusing to read but 1s Included 
written presentation of data and on the bar graphs which summarize 
the data according to grade levels* 
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The data charted on the classroom sett ing graphs are discussed 
on a group basis only* as the numbers are so small .  The discussion 
1s organized according to the three targeted behaviors* and the data 
for each grade level are presented separately.  
Data taken 1n the classroom sett ing during the phases which 
occurred in the f irst  two weeks of the study usually show behavior 
above the mean of the social  comparison group. This is  discussed in 
the next section,  and data are presented which have been adjusted 
for the unusual circumstances of this period.  
Question-asking 
The mean of the comparison group was 1.31.  
Fourth Grade: For the fourth grade experimental  group the mean 
of the baseline for question-asking was 3.47; the mean after  
intervention was 1.57; the mean after  self-monitoring techniques 
were added was 1.38; and the mean for follow-up was 3.2.  
Fifth Grade: For the f if th grade experimental  group the mean 
of the baseline for question-asking was 2.7;  the mean after  
intervention was 1.41; the mean after  the Introduction of 
self-monitoring techniques was 1.42; and the mean for follow up was 
1.08. 
InformatInn-add 1 no 
The mean of the comparison group was 1.19.  
Fourth Grade: For the fourth grade experimental  group, the 
baseline mean was 4.27; the mean after  intervention was 1.37; the 
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mean after the Introduction of self-monitor1ng was 2.05; and the 
mean for follow-up was 2.2. 
Fifth Grade: The baseline mean for the fifth grade 
experimental group was 4.8; the mean after Intervention was 1.71; 
the mean after the Introduction of self-mon1tor1ng was 3.03; and the 
mean for follow-up was 2.08. 
Minlmal-gncouraQers 
The mean of the comparison group was .81. 
Fourth Grade: The baseline mean for the fourth grade 
experimental group was 1.35; the mean after Intervention was .65; 
the mean after the introduction of self-mon1tor1ng was .05; and the 
mean for follow-up was .67. 
Fifth Grade: The baseline mean for the fifth grade 
experimental group was 2.06; the mean after Intervention was .48; 
the mean after the Introduction of self-mon1tor1ng was .23; and the 
mean for follow-up was .08. 
Adjusted Classroom Sdtt."lnq Data 
The fluctuating conditions In the classrooms during the time 
period 1n which the research project was being conducted affected 
the ability to Interpret the results of the training (see Appendix 
D). The first two weeks of the study the classes into which the 
experimental students were malnstreamed were taught by student 
teachers whose teaching techniques were less structured than the 
regular teachers. After they had returned to their respective 
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universit ies 1t  was evident that  they encouraged more class 
discussion and group work than the regular classroom teacher.  
Therefore,  the data collected during this period were not a true 
Indicator of the classroom environment during the remainder of the 
study* 
The following Is an attempt to adjust  the data 1n a 
standardized manner so that  i t  will  more closely represent the usual 
conditions within the classrooms Into which the experimental  
students were mainstreamed. In order to try to get  a better  
understanding of the Influence of the training program on the 
classroom performance of the experimental  students,  the data 
collected during the f irst  two weeks within the classroom sett ing 
have been deleted.  The data presented on the adjusted chart  were 
collected only after the regular teachers were once again the 
primary Instructors.  The discussion is  organized 1n the same manner 
as the previous presentations and the social  comparison f igures for 
classroom sett ings also are used. 
Question-askina 
The mean of the comparison group was 1.31.  
Fourth Grade: When baseline data and data for the f irst  week 
of intervention were deleted,  the mean of the fourth grade 
experimental  group during Intervention was changed to .97.  The 
other data remained the same. The mean after  the Introduction of 
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self—monitoring techniques was 1*38; and the mean for follow-up was 
3.2 
Fifth Grade: When baseline data and data for the f irst  week of 
intervention were deleted* the mean of the f if th grade experimental  
group during Intervention was changed to .90.  The other data 
remained the same. The mean after  Introduction of self-mon1toring 
techniques was 1.42; and the mean for follow—up was 1.08.  
Information-adding 
The two weeks which were deleted covered the entire baseline 
period.  Therefore,  al l  baseline data for Information-adding was 
el iminated for both fourth and f if th graders and the rest  of the 
data remained the same. The mean of the comparison group was 1.19.  
Fourth Grade: The mean of the Intervention for the fourth 
grade experimental  group was 1.37; the mean after  introduction of 
self-mon1tor1ng was 2.05; and the mean for follow-up was 2.2.  
Fifth Grade: For the f if th grade experimental  group, the mean 
during Intervention was 1.71; the mean after  the Introduction of 
self-monitoring was 3.03; and the mean for follow-up was 2.08.  
Mlnlmal-encouraoers 
The mean of the social  comparison group was .81.  
Fourth Grade: With the deletion of the data from the f irst  two 
weeks of the study, the mean of the baseline for the fourth grade 
experimental  group was adjusted to .95 and al l  the other information 
remained the same. The mean of the Intervention period was .65; the 
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mean after self-monitoring was .05; and the mean of follow-up was 
.67. 
Fifth Grade: With the deletion of the data from the first  two 
weeks of the study# the baseline mean for the fifth grade 
experimental group was adjusted to 1.4. All the other data remained 
the same. The mean of the intervention period was .48. The mean 
after the introduction of self-monitoring was .23; and the mean 
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Summary of Results 
The following summary of the results based on group means 1n 
the training setting answers the four question posed at  the 
beginning of the chapter,  (a) What 1s the effect of a social 
skills training program on the acquiring of the targeted 
conversational behaviors by students with learning disabili t ies? 
The multiple baseline analysis of the increase 1n the use of the 
three targeted conversational behaviors demonstrated that there were 
improvements in all  three skill  areas and that these were only 
evidenced after the Introduction of the training program. (b) 
What 1s the effect of a program to train soc1o-cogn1t1ve skills to 
students with learning disabili t ies? I t  was demonstrated that the 
skills of question-asking and minimal encouragers Improved with the 
Introduction of self-monitoring procedures.  In the 
information-adding skill  area, there was a drop to below the mean by 
the fourth grade group and a minimal drop by the fifth grade group 
when the self-monitoring procedures were Incorporated into the 
training program, (c) What is  the effect of training in 
self-monitoring techniques on maintenance? Follow-up data revealed 
that the improvement in the skills continued at  levels above the 
mean of the social comparison group with the exception of fourth 
grade/in formation adding, (d) What 1s the effect of training in 
self-monitoring techniques on generalization? The gains generalized 
to the natural environment at  levels well above the social 
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comparison group mean. The one exception to this finding was the 
fourth grade, with their group mean fall ing .87 below the comparison 
mean. 
I t  1s more difficult  to summarize the data taken 1n the 
classrooms into which the students were malnstreamed. The problems 
encountered were reviewed 1n the chapter and reasons were given for 
presenting adjusted data.  Based on the adjusted data results,  there 
1s some basis for concluding that the experimental students 
increased their use of question-asking and Information-adding skills 
1 n  t h e  c l a s s r o o m s ,  b u t  t h a t  m i n i m a l  e n c o u r a g e r s  f a i l e d  t o  g e n e r a l i z e  
from the training setting to the regular classroom. 
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Chapter V 
DISCUSSION AND SUMMARY 
A review of the l i terature and direct  observation 1n the 
classroom demonstrated that  there was a need for conversational 
skil ls  Interventions for students with learning disabil i t ies 1f 
their  mainstreaming experience was to be successful .  One of the 
purposes of this research project  was to develop a model of 
Instruction to be used within a school sett ing which could Induce 
the acquisit ion,  transfer and maintenance of conversational skil ls .  
Many Interventions used with students with learning disabil i t ies 
reinforce a passive approach to learning. Therefore,  a training 
program was developed which Incorporated self-mon1tor1ng techniques 
as a means of including the student as an active participant 1n the 
training process.  
Another purpose of the research project  was to explore 
methodological  questions.  These questions were concerned with the 
effectiveness of peer-tra1ners» the use of extemporaneous scenarios 
the effect  of randomly pairing students 1n peer-peer dyads,  
influences on self-mon1toring techniques,  and the effect  of 
part icular environments on the transfer of skil ls .  The search for 
answers to these questions Includes an evaluation of data from the 
training program and of specific components of the training program 
as well  as a discussion of the l imitations of the research.  
129 
Implicat ions for  both future research and applied pract ice are 
suggested.  
Fvaluat ion of Data  from the Training Program 
The hypothesis  of  the research project  was part ial ly supported.  
I t  had been hypothesized that  the students  would learn the targeted 
conversat ional  ski l ls* and through the use of  self-mon1tor1ng 
procedures these ski l ls  would general ize to the natural  environment 
and be durable.  A review of the data taken 1n the training set t ing 
demonstrates both the acquisi t ion and maintenance of  the 
conversat ional  ski l ls .  
To evaluate whether the targeted ski l ls  had been learned at  a 
social ly s ignif icant  level# they were compared to the behavior of  
s tudents  who had been Identif ied by their  teachers and principal  as  
social ly competent .  The behaviors of  this  social  comparison group 
were identif ied as the range of  acceptable behavior# or  the 
normative range.  This  range Included from one standard deviat ion 
below the mean to  one standard deviat ion above the mean.  A review 
of  Figures 17-22 show that  in the training set t ing# by the end of  
the Intervention phase,  the use of  the three targeted conversat ional  
ski l ls  by a l l  the students  was within the normative range or  above.  
With the introduction of  the self-monitoring procedures,  a  major 
focus of  the study became the transfer  of  the conversat ional  ski l ls  
to the classroom. This was to  be accomplished without  instruct ion 
in the use of  self-mon1tor1ng techniques 1n the classroom and 
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without the Involvement of the teacher.  I t  soon became evident that 
there was l i t t le transfer of the skills to the regular classrooms. 
The reasons for the lack of transfer to the regular classroom are 
not clear.  To find out 1f the training would transfer to a setting 
other than the regular classroom, an assessment was made 1n a novel 
environment with a novel partner.  The results from this natural 
environment assessment demonstrated that the skills would transfer 
without further Instruction, thus Indicating that the training 
program resulted both In the Increased use of the conversational 
skills and 1n the use of the skills 1n a natural setting. 
Criteria.  Both therapeutic and experimental criteria are used 
to evaluate data.  The purpose of therapeutic criteria 1s to ask 1f 
the effects of the Intervention produce Important changes 1n the 
students '  l ives This 1s demonstrated through behavior of the 
experimental students becoming more l ike the behavior of the social 
comparison group. The purpose of experimental criteria 1s to decide 
whether a veridical change has been demonstrated and whether that 
change can be attributed to the Intervention. This 1s usually done 
by visually Inspecting a graphic display of the data.  Visual 
Inspection depends on the examination of characteristics of the 
data,  particularly the magnitude of the changes across phases 
( i .e. , level) and the rate of these changes (I .e. ,  latency and 
trend).  
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The following discussion will  I l lustrate how both therapeutic 
and experimental criteria are used to evaluate the data from the 
project.  Level refers to a shift  1n performance after the 
Intervention was Implemented. A visual Inspection of the training 
setting graphs shows that the level of all  three conversational 
behaviors was higher than baseline for each of the experimental 
students after the interventions were Introduced. Thus a 
conclusion can be made that the training program was responsible for 
the Increase In the use of the targeted behaviors.  
Latency of changes 1n performance refers to the period between 
the Introduction of the Intervention and the Increase 1n the 
performance. During the study, the performance of the experimental 
students 1n the training setting increased immediately with the 
introduction of the specific skills in all  but four eases.  Three of 
these four showed Increases by the second day of the intervention. 
Thus, the Inference can be drawn that the training program 1s 
responsible for the change in behavior.  
Trend refers to the tendency for the data to show systematic 
Increases or decreases over t ime. The ideal situation 1s to have no 
trend or a trend In the direction opposite from that predicted. 
During baseline in the training setting, four behaviors out of a 
total of twenty-four behaviors were showing a trend 1n the direction 
predicted by the intervention. These were divided among the three 
conversational skills behaviors being trained: question-asking (2),  
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Information-asking (1), and minimal encouragers (1). Because of 
time limitations* the research project could not be delayed 1n order 
to wait for the baseline of all the students to stabllze. This 1s a 
problem which occurs 1n applied settings and Kazdln (1982) contends 
that 1t should not Interfere with drawing Inferences about the 
effects of the Interventions. "Conclusions about Intervention 
effects are reached on the basis of the pattern of data across all 
of the behaviors or baselines 1n the multiple-baseline design. 
Ambiguity of the changes across one or two of the baselines may not 
necessarily impede drawing an overall conclusion" (Kazdin, 1982* 
p.264-265). 
In the following summary, the three criteria of level, latency 
and trend will be used to evaluate the results of the Introduction 
of the conversational skills and the self-mon1tor1ng techniques 1n 
the training setting. The use of the normative range on the graphs 
further Increases the ability to visually demonstrate the results. 
The evaluation of the data will serve as a basis for suggesting 
conclusions about the training program. 
Conversational Skill Intfcp(gfl£iQfl&I—Training Setting.* During 
the first Intervention (question-asking) the behavior of four 
different students showed an Increase 1n Information-adding skills 
before the training was Introduced. This early trending may 
Indicate that the two behaviors of question-asking and 
Information-adding may be too closely associated to use 1n this type 
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of research design. When the number of questions being asked during 
a conversation increases significantly* the chances are greater that 
the amount of Information being contributed will Increase also. 
This has not been discussed 1n earlier research but 1t should be 
taken into account when designing future research 1n the area of 
conversational skills. 
The skill intervention for which there 1s the most consistent 
pattern of data 1s minimal encouragers. In this intervention the 
data points during the baseline phase overlap to a very small degree 
with the values of the data points attained during the intervention 
phase* thus demonstrating a clear change 1n level between the two 
phases. Also* there was little evidence of trending and there was 
an immediate Increase In the use of the behavior after the 
introduction of the training. An explanation of this could be that 
this was the conversational behavior which the experimental students 
used least before starting training. Therefore# they had to learn 
both the skill* as well as when to use 1t. Once they had learned 1t 
and began to use 1t* the change from baseline was more distinct and 
possibly more dramatic than the results of the training of the other 
two conversational behaviors with which they were more familiar. 
SpTf-monltorinfri Training Setting. With the introduction of 
self-mon1toring# all but nine of the total twenty-four behaviors 
either Increased or stayed the same. The nine behaviors which 
decreased were evenly distributed over the three conversational 
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skills.  The decreased behaviors can be attributed to four students* 
three of whom were f ifth graders.  By the second day of this phase* 
all  but two of the behaviors of these students showed Increases.  
This could Indicate that there were variables present during the 
first  self-mon1tor1ng training session with the fifth grade students 
which Interfered to a significant degree with the Instruction. 
The data points during the self-monitoring phase show 
variabili ty* but most were higher than any data points during 
baseline and others were higher than any data points during the 
conversational skills interventions. This demonstrates a 
strengthening and growth of the behaviors after training 1n the 
specific skills had ended. These can be attributed to the power of 
the self—monitoring techniques to reinforce the trained behaviors.  
Use of Normative Range: .Trainlnc Setting* The charting of 
the normative range on the graphs shows that the Interventions 
produced Important changes 1n the students '  l ives.  During baseline 
59% of the total data points were below the normative range and 92% 
were below the mean of the social comparison students.  More than 
half of the data points above the mean were the behavior of only 
three of the experimental students.  At the end of the intervention 
phase, all the students were within the normative range and 58% of 
the total data points were above the mean of the social comparison 
group. The final data points during follow-up show that the behavior 
of most of the experimental students continued to be within this 
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higher range eight weeks after the training had been completed. 
The data points for the generalization of the behavior to a novel 
si tuation show that 87% of the targeted behaviors were within the 
normative range or above. This can be broken down accordingly: 
three were below the normative range, nine were within the range, 
and twelve were above the range. 
Summary. This brief evaluation demonstrates two of the 
problems which influenced the collection of data In the training 
setting. One of the problems was trying to work with eight 
individuals within a restricted time period. I t  had been decided to 
have eight experimental students so 1f any dropped out of the 
project there would be sufficient number from which to make valid 
conclusions. None of the students dropped out and 1t was difficult  
coordinating the programs of so many and trying to keep them on the 
same schedule. 
The second problem was the limitations placed on t ime because 
of the fixed school calendar.  If  a student 's behavior had not 
stabllzed or was showing trending# there was no opportunity to 
decide to increase the length of the phase. In order for there to 
be time after the end of the training program for the two, four,  
six,  and eight week follow-up probes before the end of the school 
year,  each phase had to be l imited..  
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Training Program Components 
The methodological questions are addressed 1n a discussion of 
treatment components and the environments 1n which the assessments 
took place. This 1s Important for future study as It might help to 
identify features which could be standardized or accommodated 1n 
future work. 
Treatment Components 
Targeted behaviors. Direct observation of the soda! 
comparison students for both the pilot study and the research 
project validated the Importance of the targeted conversational 
behaviors for successful soda! Interaction. Also» baseline data In 
the training setting confirmed that the students with learning 
disabilities used the three conversational skills at rates below the 
mean of the rates of the social comparison group. 
One of the factors which must be taken Into account when 
working with verbal behaviors 1s the difficulty 1n keeping each of 
the behaviors at a high level In every conversation, especially with 
multiple subjects. A review of the graphs of the Individual 
students show that on a particular day, the data point for one 
specific behavior might be very high (i.e., question-asking) and as 
a consequence the data points for the other behavlor(s) might be at 
lower levels than usual. This was acceptable If the total number of 
responses demonstrated active participation and that all the skills 
were used at criterion level during the conversation. 
137 
Peer-trainers.  From direct observation of student 
conversations and from a review of the li terature the conclusion was 
reached that the conversations of children may be qualitatively 
different from those of adults.  Tofte-T1pps and her colleagues 
(1982) have suggested that children may produce shorter responses, 
have greater response latency, and give less mutual encouragement or 
expressions of interest.  In addition to the fact that their 
conversations may be qualitatively different,  numerous developmental 
studies have demonstrated that children and adolescents '  social 
behavior toward adults and their social behavior toward peers are 
not highly correlated (Kelly et  a!. ,  1979). In conversations 
between a child and an adult ,  many t imes the child will  take a 
passive role.  The child will  not initiate topics but will  wait  for 
the adult  to ask a question or begin the discussion, and then will  
follow the adult 's  lead. 
For this reason, 1t was decided to have same-age students act 
as trainers for the experimental students.  This also would give the 
experimental students more opportunities to have social contact and 
conversations with peers from within their natural environment.  
During the pilot study, this was an effective technique. Because of 
schedule conflicts during the research project,  1t  was not possible 
to use peer-trainers 1n the study after the first  training session; 
therefore, this Information 1s not complete.  
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Students 1n the fourth grade enjoyed working with the peer 
trainers. A fourth grader 1n the research project Invited one of 
the peer-trainers to be her novel partner for the natural 
environment assessment. Students 1n the fifth grade were not as 
comfortable with the idea. One of the reasons for this could be 
that In both the pilot study and the research project,  the students 
nominated by the teachers and the principal to be peer-trainers were 
high-achieving students. This could have caused some feelings of 
embarrassment. A suggestion for future research would be to use 
students whose achievement levels are closer to that of the 
experimental students. 
scenarios. A wide variety of techniques have 
been used 1n conversational skills training programs to stimulate 
responses. Kelly et al.  (1979) used a structured conversation for 
training retarded adolescents. A nonretarded adolescent, following 
a standard conversation script consisting of thirteen stimulus 
sentences, said the sentences in the same order during each training 
session to the subject.  Some programs have used constructed scenes 
designed to reflect real-life social situations of the participants. 
Often times the narration 1s followed by a prompt, after which the 
participant responds (Berler et al. ,  1982; Tofte-T1pps et al. ,  
1982). When working with children, the narrator 1s usually an 
adult.  Bates (1978) concluded from his research that since the 
subjects responded as 1f the situations were "real", the use of 
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situation role plays with mentally retarded Individuals appears to 
be a viable method of assessing their Interpersonal skills. 
Por several reasons 1t was decided not to structure the dyadic 
conversations 1n this study. The students 1n the pilot program 
indicated that the constructed scenes seemed too artificial and they 
preferred to build a conversation around a topic they had chosen. 
This could be a confirmation of results found by Horowitz (1981) and 
Kong and Wong (1980) that children with learning disabilities have 
poor role-taking skills. These two studies concluded that the 
children with learning disabilities were less able to put themselves 
1n another1s place or to see things from a different point of view. 
When the experimental students 1n this current study were given the 
opportunity to pick their own topic and use It as the theme of a 
conversation, they had no trouble 1n sustaining a conversation for 
four minutes. Also, 1n order to encourage generalization, the 
thrust of the research project was to make the activities in the 
training setting as similar as possible to the natural environment. 
For these reasons extemporaneous scenarios were more appropriate 
than a narration-prompt design. 
The research literature indicates that the experimenter was 
more of an observer during this conversational skills training 
program than 1s usual. The students chose the conversational 
topics, so the experimenter had: no control over the theme of the 
conversation. In addition, as the experimenter did not prompt the 
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responses, the experimenter could not control either the direction 
of the conversation or a balanced use of the behaviors being 
trained. This could partly explain the variabili ty 1n the data 
collected during the dally extemporaneous conversations in the 
training setting. 
Randomly paired students.  Another component which contributed 
to the variabili ty of the data 1n the training setting was the 
decision to randomly pair the conversational partners.  This,  too, 
was used to encourage generalization. Changing partners would give 
the students as many opportunities as possible to have conversations 
with different same-grade peers.  
Randomly pairing the students for the unstructured dyadic 
conversations was not an effective technique for a variety of 
reasons. Problems which affected the fourth grade experimental 
group will  serve as an example. Within this group there was one boy 
who was suspended twice because of unacceptable behavior in the 
classroom and one girl  who during the period of the study was ta 
from her mother because she had been physically abused. In the 
classroom setting, the boy eventually refused to work and the girl  
withdrew behind cardboard barriers.  These two students did not work 
well  together; therefore, 1n order to accomplish any training within 
this grade level 1t  was necessary to assign permanent conversation 
partners.  The students did work with others 1f their assigned 
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partner was absent so there were opportunities for them to work with 
all  members of the group. 
The fifth graders were more able to have a conversation with 
any member of their group. Because of their age* the influence of 
boy-g1rl tensions was a factor* but this could be accommodated. 
Thus* the members of the fifth grade experimental group changed 
partners on a weekly basis. 
This discussion highlights some of the variables which enter 
Into a study conducted within a regular school setting. It  1s not 
possible to control all  the factors when the research 1s being 
conducted within an already crowded facility* with students who have 
volunteered to participate* during times when the teachers excuse 
the students from their class work. This underlines the need to 
heed Kazdln's (1982) counsel to have patience when developing new 
Interventions and not prematurely discard them. Taking into account 
the conditions under which the project was conducted* Interventions 
with reliable but weak effects might eventually achieve potent 
effects 1f developed further. 
Self-mon1toHng techniques. Experience gained through this 
study points out three areas concerning self-monitoring techniques 
which need more detailed research: (a) peer control* (b) 
self-mon1tor1ng devices, and (c) the Influence of past experiences 
on self-recording. 
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(a) Each day before the tape recorder was turned on# the 
students would set a goal for themselves as to the number of t imes 
they would use the targeted behavlorCs) during the four minute taped 
conversation. They wrote the number 1n the respective box(es) on 
their self-mon1tor1ng chart.  During the taped conversations# 1f 
their partner was not using the targeted skill(s) they might prompt 
them to use 1t.  Thus, 1t  might be said that the use of the 
self-monitoring chart by one student controlled the conversational 
behavior of another student.  
Hoiman & Baer (1979) experienced a similar situation during 
their research. They suggest that one of their subjects (ten) was 
not under the control of the self-monitoring device (a bracelet with 
moveable beads)# but was under the control of another subject (John) 
who was under the control of his bead bracelet.  Alternating 
conditions of bracelet and no-bracelet showed that the bracelet did 
not change Len's behavior.  But when John wore his bracelet# he 
displayed on-task behavior and could not be recruited by Len for 
disruptive games. Len would then turn to the academic task assigned 
to him. "Thus i t  appears that John was under the control of the 
experimental bracelet# and that Len no longer was, but was under the 
control of John. This 1s tantamount to saying that Len was under 
the control of John's bracelet" ( p.441).  This 1s an aspect In the 
use of self-monitor1ng techniques which needs further research. I t  
might not be necessary that all  students learn self-mon1tor1ng 
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techniques 1f the self-control of a few can govern the behaviors of 
others 1n their Immediate environment. 
(b) Nelson (1977) has noted that there are few data concerning 
the tools used for self—monitoring and suggests that research needs 
to be conducted to provide guidelines. The research of Broden et 
al.f (1971) presents the concept that an obtrusive device could 
serve as a discriminative stimulus to cue both accurate 
self-recording and reactive behavior changes. This concept served 
as a basis for the development of the hypothesis of this study: The 
self-mon1tor1ng chart would serve as a cue to the students which 
would stimulate the transfer of the behaviors learned 1n the 
training setting to the classroom Into which they were malnstreamed, 
without the involvement of the regular education teacher. 
This hypothesis was supported partially In the study by Holman 
and Baer (1979) 1n which they concluded that the self-mon1tor1ng 
device (bead bracelet) had the power to control the transfer of the 
behavior learned 1n the training setting to the classroom. The 
transfer was encouraged through the support of the classroom 
teacher, and it did not occur with all of the students Involved 1n 
the study. In this study, the self-mon1tor1ng device (chart) did 
not provide a powerful enough cue to control the transfer of the 
behavior to the classroom without support from the teacher. It did 
have the power most of the time to control the behavior of all of 
the experimental students within the training setting. 
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(c) In contrast to the previous discussion 1n which the 
self-mon1tor1ng device 1s considered a cue for achieving the 
transfer of the behavior from one setting to another* what if the 
students view the device as a threat? The fourth grade student who 
was disruptive 1n the regular classroom and was suspended because of 
this behavior was the only one of the experimental students to 
randomly make slash marks on the self-mon1tor1ng chart both 1n the 
training setting and 1n the classroom setting. During the final 
days of the study* he declared that he would no longer use the chart 
1n the classroom although he did continue to make random slashes on 
the paper. Possibly, he was reacting against using the 
self-monitoring chart, for he thought the record might be used 
against him. This Idea did not occur to the experimenter until 
after the study was completed. Future research could ask whether 
students make a negative connection between personal self-recording 
and school records of behavior. 
Assessment Fnvlronments 
One of the reasons that there 1s little research concerning 
spontaneous conversational behaviors within a school setting 1s that 
1t 1s a difficult environment 1n which to monitor behaviors. How 
can reliable data be taken on conversations held 1n the hall, 
lunchroom, or at recess? Berler and her colleagues (1982) attempted 
to observe social Interactions of children during their daily, 
unstructured recess period which occurred outdoors 1n a large, open 
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area. I t  was difficult for the observers to maintain the close 
proximity to the children needed for obtaining reliable recordings 
of those behaviors targeted 1n the training sessions; therefore, 
they did not try to hear the content of the verbalizations. The 
observers scored the behaviors on an occurrence-nonoccurrence basis. 
Observers would note whether a verbalization was directed to a peer 
or a group; whether a verbalization was received by the target child 
from a peer; and, whether the child was participating 1n a 
cooperative play activity. 
Part of the purpose of this study was to Investigate whether 
the specific conversational behaviors the students had learned 1n 
the training setting would transfer to a natural environment; 
therefore# the observers had to be able to hear what the students 
were saying. Thus, the regular classroom was chosen as a confined 
area 1n which this might be accomplished. No changes were made 1n 
the setting or 1n the routine of the classroom and the teacher was 
naive to the purpose and the program of the research proje 
Possibly some of the problems could have been avoided if the 
classroom setting had been more standardized, but this would bave 
changed It  from a natural environment to a contrived setting. 
4. TKera were several variables which greatly Classroom Cessment. There were s 
affected the research within the regular classroom which had not 
been expected. Early in the Investigation, i t  was not possible to 
know the extent to which the data would be affected. 
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During the first two weeks of the study the fourth and fifth 
grade regular classes Into which the experimental students were 
mainstreamed were taught by student teachers. After they had 
completed their practice teaching and returned to their respective 
universities* 1t became obvious that their teaching techniques 
incorporated more class discussion and group work than the regular 
teachers of these classes. 
Some of the variables which affected the opportunities for 
using the skills being trained were the lesson plan (test. film, 
lecture-demonstration, program rehearsal), the Instructor (teacher, 
substitute, student-teacher), and the organization of the classroom 
(group learning, group practice, class discussion, Individual seat 
work). As there had been little variability 1n conditions during the 
pilot project, this situation had not been anticipated. 
Also, the research design stipulated that there were to be no 
changes made within the routine of the classroom Into which the 
experimental students were malnstreamed. The students continued to 
a A and were free to move about sit in their regularly assigned seats and we 
the room with the teacher's permission. If students moved 
the observation had begun, the observer found It difficult to 
collect data. For example, one student went through a period 1. 
. .on her desk surrounded with tall# 
which the teacher allowed her to keep 
these variables could be 
cardboard partitions. In future research, t 
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anticipated)- and features of the sett ing identified which could be 
standardized 1n order to obtain more stable results .  
Natural  Environment Assessment.  Even though the students used 
the targeted conversational skil ls  1n the training sett ing at  rates 
ranging from close to the mean to higher than the mean of the social  
comparison group* they did not use them 1n the regular classroom at  
comparable rates.  I t  had been hypothesized that  after the students 
received training 1n self-mon1toring techniques,  the transfer of the 
behaviors to the classroom sett ing would increase without further 
Instruction in the regular classroom and without the involvement of 
the classroom teacher.  This occurred to a l imited degree.  Some of 
the possible reasons for this were discussed in the previous section 
(viz.* l i t t le opportunity for student Interaction).  
An assessment was made to find out if  the skil ls  would 
transfer to a natural  sett ing 1f 1t  were more similar to the 
training sett ing.  Each student suggested names of possible 
conversation partners.  The experimenter asked the student whose 
name was f irst  on the 11st  to be a participant 1n a four minute,  
audiotaped conversation.  All  s tudents who were Invited wanted to 
participate.  The sessions took place in an office which provided 
privacy. The experimental  student and the guest  were left  alone 
during the recording session.  A self-mon1tor1ng chart  was available 
to the experimental  student,  but there was no requirement to use 1t .  
The results  of the natural  environment assessment demonstrated that  
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all three conversational skills of all the experimental students 
transferred to the novel situation at rates near or above the social 
comparison group mean, thus providing a clear measure of the 
general IzabiHty of the behaviors. 
This discussion highlights the difference between single-case 
designs and more traditional research designs. Traditionally, 
research designs are preplanned so that most of the details are 
decided before the study begins. In single-case designs, many 
crucial decisions about the design can be made only as the data are 
collected. During the investigation the experimenter needs to 
decide when to alter phases 1n the design 1n such a way as to 
maximize the clarity of the demonstration (Kazdln, 1982). The 
development of a Natural Environment Assessment 1s one example of 
this type of decision making, which took place during the cour 
the research project. 
The experimenter views this research project as exploratory 1n 
nature. Therefore, the difficulties which were encountered along 
with possible explanations are presented 1n order that future 
investigations can use the information as a data base from which 
more specific questions can be developed. 
| imitation?; ftf present ResearcJi 
1. This study failed to sort out the effects and contributions 
of each of the Individual components of the training program: 
rationale and Instruction, modeling, behavioral rehearsal, feedback 
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and reinforcement.  A review of the training sessions demonstrates 
that each of the components contributed to the total learning 
experience# but does not indicate which ones might be most effective 
1n training conversational skills.  The Instruction and rationale 
component gave the context within which the skill  could be used# and 
direct teaching of the behavior.  The modeling component provided 
concrete examples of the behavior.  During the behavioral rehearsal 
component,  the students practiced the skill .  This was combined with 
the self-monitoring component which was aimed at  enabling the 
students to transfer their newly acquired skills to the natural 
environment.  The feedback component included both social praise and 
the use of the self-recording data graph, the purpose of which was 
to help the students visualize their use of the skills.  
2.  A serious limitation of the study 1s that no follow-up 
probes were made 1n which the students did not have a 
self-mon1toring chart available to them 1f they wanted to use I t .  
The use of the self-tnon1 toring chart was gradually faded during the 
follow-up probes. The last  probe was eight weeks after training had 
ended. At that time the chart was available to the students but 
they were not encouraged to use 1t.  Due to time contracts placed 
on the study by the ending of the school year# 1t was not possible 
to continue follow-up probes after the eighth week. 
3.  Another l imitation involves the use of the Direct 
Observation Chart.  I t  asked for global assessment and did not 
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differentiate with whom the student was conversing. Within the 
observed regular classrooms* the students being ma1nstreamed were 
usually grouped together. Therefore* they often talked only with 
one another. The data collected does not differentiate whether the 
targeted skill 1s being used with a regular education classmate or 
with another student malnstreamed from the resource room. 
4. The most serious limitation of this study was the failure 
to satisfactorily demonstrate the transfer of the targeted skills 
from the training setting to the regular classroom setting: Several 
factors helped to produce conditions which seriously limit the 
interpretation of the success of the program: 
(a) The unique conditions under which the baseline was 
taken in the regular classroom have complicated the ability to 
Interpret the possible transfer of the targeted skills from the 
training setting to the regular classroom setting. In an attempt to 
try to discover 1f there was a transfer of skills from the training 
to the classroom setting, the data gathered 1n the classroom was 
adjusted for the first two weeks of the study. The adjusted data 
showed that with the Introduction of self-mon1tor1ng techniques in 
the training setting there was Increased use of two of the targeted 
behaviors 1n the classroom. It also indicated that these two 
behaviors (question-asking and Information-adding) were maintained 
at high levels throughout follow-up. 
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(b) Another factor was the t iming of the self-monitoring 
Intervention.  I t  had been hypothesized that  learning self-mon1tor1ng 
techniques within the training sett ing would enhance the transfer of 
the conversational skil ls  to the classroom environment.  This meant 
that  1t  was not unti l  the f if th week of the study, when 
self-mon1tor1ng was Introduced, that  the effects of self-mon1tor1ng 
on the use of the behaviors 1n the classroom could be observed and 
compared with earl ier  data.  
(c) A third factor,  was the choice of minimal encouragers 
as a behavior to observe within the classroom. Of the three 
behaviors,  I ts  use was the most dependent on the structure of the 
classroom. For example,  the minimal encouragers data collected on 
days when the lesson was based on Individual seat  work were much 
smaller than on the days when the lesson was presented through group 
projects.  
The unclear results  are In part  due to the exploratory nature of 
this Investigation and the paucity of an established research base 
1n this area.  As the behaviors did transfer to the unstructured 
natural  environment sett ing,  the negligible transfer to the 
classroom may Indicate that  the structured environment of the 
regular classroom does not encourage verbal Interaction.  This 
demonstrates a major difficulty In trying to develop and Instigate 
Interventions to encourage Integration of the learning disabled into 
the social  system of the regular classroom. 
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implications for Future Research 
01 pan1 (1985) has suggested that 1n order to begin to 
understand some of the variables that may be responsible for the 
lack of generalization, research studies should begin to measure 
variables operative 1n the soda! ecology of the classroom. Some of 
these have already been discussed, such as the Influence of home 
problems on the school situations, the awareness of the students of 
their developing sexuality,  and general att i tudes of students toward 
authority.  Other variables could Include how the teacher Interprets 
her/his role 1n the classroom, how the student interprets her/his 
role within the classroom, expectations students have concerning 
school,  and what the atti tudes are toward special education students 
and programs within the school system. This study has Indicated 
that further investigation of the use of self-mon1tor1ng as a 
technique to effect generalization of targeted skills to the regular 
classroom should explore the following areas: 
X. Teacher involvement 1n reinforcing record-taking behavior: 
Berler et  al . ,  (1982) asked the teachers to provide specific 
feedback to the subjects about the quality and the quantity of their 
social Interactions with peers. .  The teachers did not comply. The 
researchers hypothesized that this was one of the major factors for 
lack of setting generalization. In a study conducted by Holman and 
Baer (1979) the teacher was Instructed not to change behavior toward 
the experimental students but could give reinforcement 1f approached 
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by the student and could Include references to the device (bead 
bracelet) 1n social praise.  This study found generalization from 
the training to the classroom setting. In the current study, the 
teachers were not Involved in the study and the behaviors did not 
transfer to the classroom setting as hypothesized. These examples 
indicate that reinforcement from the regular education classroom 
teacher could be an Important factor 1n achieving transfer.  
2.  Classroom organization which provides frequent 
opportunities for se l f-monttorlng verbal Interaction: There need to 
be naturally occurring events which support and reinforce the 
behavioral changes which take place 1n the training setting (O'leary 
& Dubey, 1979).  A cooperative learning format would Increase the 
opportunities for verbal Interaction with peers 1n the classroom 
setting. Both Slavln (1981) and Johnson 4 Johnson (1975) have done 
extensive research which demonstrates the power of cooperative 
learning procedures to facili tate the integration of exceptional 
children into the regular classroom. Both the organization of the 
students into small groups and the record keeping procedures which 
are part  of the cooperative learning approach appear to be highly 
compatible with self-mon1tor1ng techniques. The writer does not 
know of any research which has incorporated cooperative learning 
techniques as part of a conversational skills training program or as 
a means of reinforcing self-monitoring procedures.  
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3. Instruction and practice in self-mon1tor1ng techniques 
within the classroom setting-. A study by Rooney, Hallahan, & Lloyd 
(cited 1n Hallahan & Sapona* 1983) provides tentative support for 
the concept that the self-mon1tor1ng routine can be successfully 
1mplemented within the context of the regular classroom. 
Future research also needs to Investigate whether the 
generalization of the learned conversational skills to the natural 
environment effects the social status of the experimental student 
within the mainstream. Other research has demonstrated that 1t is 
difficult to measure change 1n social status during the short time 
period covered by a research project. As part of their research on 
social skills training with elementary school students* La Greca and 
Santogrossl (1980) found no differences 1n peer ratings of 
acceptance as a result of skills training. They proposed possible 
explanations for this finding* Including the stability of 
soclometric scores over time and the lack of sensitivity to change 
of soclometric assessment procedures. This is a difficult area to 
Investigate* but training new behaviors does not have value unless 
the results affect positive changes 1n the lives of the 
participants. 
Two areas for future research are concerned with the design of 
the project. This study demonstrated that the trained behaviors 
generalized to a natural environment setting and that they were 
maintained for at least eight weeks. The question not answered by 
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the study was whether these results  where obtained because the 
students were trained 1n self-mon1tor1ng techniques.  To Investigate 
this question* control  groups could be Incorporated as part  of the 
research design 1n future studies.  This could be done 1n several  
ways: (a)  The experimental  group would be trained 1n conversational 
skil ls  and self-mon1torlng techniques.  The control  group would be 
trained only 1n conversational skil ls ,  (b) Both groups would be 
trained in self-monitoring techniques.  During follow-up and natural  
environment assessment,  the experimental  group would receive cues to 
use self-mon1tor1ng techniques and the control  group would not.  
The multiple baseline analysis across conversational behaviors 
that  was used to assess the effectIvenesss of each training 
component appears to be a viable research methodology for 
conversational skil ls  training investigations.  With this design the 
researcher 1s able to measure changes in performance immediately and 
to assess both maintenance and generalization more effectively than 
a pre-post  assessment.  The instabil i ty of data in the present study 
made 1t  difficult  to Interpret  the results .  In order to get more 
stable data,  t ighter controls and monitoring of some of the 
variables within the research project ,  such as teaching techniques,  
classroom organization,  and schedule changes would help.  
jippi ications 1ST Practice. 
The successful  Integration of students with learning 
disabil i t ies Into the social  system of the school 1s one of the 
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major goals in special  education.  One of the social  behaviors which 
research suggests contributes to posit ive peer relationships 1s 
conversational skil ls  (La Greca & Meslbov, 1979).  Therefore,  the 
results  of this Investigation are highly relevant.  
At the beginning of this study eight experimental  questions 
were posed. In response to these questions,  the presentation and 
discussion of the results  has shown that  the research project  has 
yielded the following contributions to the promotion of 
conversational skil ls  training efforts with learning disabled 
elementary students:  
1.  Replicated earl ier  studies confirming the effectiveness of 
training programs based on learning principles developed from 
Social  Learning Theory.  The f indings were extended to the specific 
area of conversational skil ls  training with learning disabled 
elementary students:  
2.  Verified the effectiveness of specific conversational skil l  
instructional sequences for facil i tat ing skil l  acquisit ion.  
3.  Developed a socially valid method of assessing 
conversational competence with the learning disabled.  
4.  Demonstrated that  1t  Is  difficult  to collect  direct  
observation data on verbal,  conversational skil ls  within a natural  
sett ing such as the regular classroom. 
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5. Documented that treatment effects generalize more readily 
to Interactions that are organized 1n a similar manner to the 
training setting. 
6. Provided support for the efficacy of using peer- trainers. 
7. Provided support for the efficacy of conducting social 
skills training 1n peer-peer unstructured conversational dyads 
within small groups of up to four members. 
8. Provided support for the efficacy of using spontaneous, 
unstructured conversation with students with learning disabilities 
during both behavioral rehearsal a„d natural environment assessment. 
9. Demonstrated that self-mon1tor1ng techniques can be 
developed for reinforcing the training of conversational skills to 
learning disabled students within In a school setting on a small 
group basis. 
10. Documented that self-mon1tor1ng reinforced only with social 
praise can result 1rr high level achievement. 
11. Replicated earlier results which demonstrated that 
Inaccuracy 1n counting does not negate the Influence on 
student's behavior of the self-mon1tor1ng process. 
12. Provided support for the opinion of Hallahan and colleagues 
(19B3) that the self-mon1tor1ng technique 1s most applicable 1n 
those situations 1n which the children are in the early stages of 
practicing skills they have already learned. It might not be 
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applicable for situations 1n which the children are working on 
acquiring the skills. 
13. Documented that conversational skills acquired 1n a program 
which Included self-mon1tor1ng techniques can generalize to a novel 
situation with a novel partner and are durable. 
14. Documented that skills learned within a training program 
which Included self-mon1tor1ng techniques, were maintained both 1n 
the training setting and the classrooom setting up to eight weeks. 
Each of the above contributions can be of Immediate benefit to 
Interpersonal skills training programs for the learning disabled. 
Through applied research such as this, Information of Immediate 
practicality and usefulness in working with the learning disabled 
can be derived. 
Summary 
This study was designed to investigate the effectiveness of a 
conversational skills training package (I.e., Instruction, modeling, 
behavior rehearsal and feedback) with elementary learning disabled 
students. Self-monitoring techniques were Incorporated Into the 
training program 1n an attempt to actively program for 
generalization and maintenance. It was hypothesized that training 
1n self-mon1tor1ng techniques would enhance the transfer of the 
behaviors to the natural environment and Increase their durability. 
Within the training setting, the study resulted 1n a 
significant Increase In the use of the three targeted behaviors: 
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question—asking* Information—adding* and minimal encouragers. The 
introduction of self-mon1tor1ng procedures did not greatly enhance 
the generalization of the behaviors to the regular classrooms, which 
bad been picked as the setting 1n which to monitor transfer to the 
natural environment. In order to find out 1f this lack of transfer 
was the result of conditions within the classroom, another 
assessment was taken but this time within a. setting more similar to 
the training setting. In this one-time, natural environment 
assessment, the three conversational behaviors were used at rates 
within the normative range by all the experimental students. The 
normative range had been Identified as 
the range between one standard deviation above the mean and one 
standard deviation below the mean of the behavior of the social 
comparison group. 
By the end of the study, all behaviors within the training 
setting and the natural environment assessment of all the students 
were within the normative range. Follow-up assessment 1n the 
training setting demonstrated that the effects of the program were 
durable up to eight weeks. As this was the end of the school year* 
there was no opportunity to do follow-up probes for a longer period 
of time. Therefore, 1t can be concluded that the program was 
successful 1n training the learning disabled students to use the 
targeted conversational skills* that the students were able to 
transfer the skills to another setting and use them at a socially 
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acceptable level* and that the skills were maintained at  a socially 
acceptable level for at  least two months. 
This research project also Investigated questions concerning 
several of the components of the training program* as well as* the 
environments 1n which the assessments took place. I t  was 
demonstrated that with this age group, extemporaneous scenarios are 
more effective than pre-planned role-playfng situations. Also* 
small group learning 1s effective but the results can be greatly 
Influenced by the behavior of disruptive students.  The pilot study 
showed that peer-trainers can successfully train experimental 
students to use the targeted behaviors.  More study needs to be made 
of the use of the regular classroom as a setting 1n which to observe 
for generalization. In the particular classrooms 1n which 
observations were made during the research project* 1t was not 
possible to control the environment enough to obtain sufficient data 
from which to draw valid conclusions. 
Future research studies must be designed and conducted to 
better understand the variables responsible for the lack of transfer 
to the regular classroom. I t  is Important also to Investigate 
whether an Increase 1n conversational skills will  affect the status 
of the learning disabled student within the social system of the 
regular education classroom. 
If  future research replicates the findings of this study 
concerning self-monitoring:* educators will  have gained a technique 
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for successfully stimulating the transfer of social skills from the 
special education classroom to the social system of the school.  The 
use of the skills by learning disabled elementary students within 
the regular classroom would have the potential of Increasing the 
acceptance of the students Into the mainstream. 
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Nomination for Conversational Skills Training Program 
Child's Name:. 
Teacher 's Name:.  
Date: 
Instructions: Please Indicate by circling the appropriate 1 e«er* 
whether the child exhibits the behavior In your classroom: (A) al  
the time. (B) most of the time, (C) occasionally, (D) rarely, or <E) nov 
at  all ,  
1.  The child communicates adequately, e.g.  speaks normally and can be 
understood. 
A B 
2. The child 1s considerate of the feelings of others,  e.g.  says or 
does things Indicating an awareness of another s  feelings. 
A" ~ B C E 
3. The child engages 1n si l ly,  attention getting behavior,  e.g.  makes 
unusual noises/gestures,  imitates cartoon characters,  etc,  
A 5 5 5 E 
4. The child talks out of turn. 
B 
5.  The child can have normal conversations with peers without becoming 
hostile or angry. 
B C D E 
6.  The child compliments peers regarding some attribute or behavior.  
A ~~ B C D E 
7.  The child speaks to others 1n a tone of voice appropriate to the 
situation. 
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8.  The child can participate 1n and contribute to group Instruct ional  
situations/activit ies .  
9. The child asks Irrelevant questions, e.g. questions serve no 
functional purpose and are not task related. 
10.  The child uses social  conventions appropriately,  e .g.  says "thank 
youw» "please",  apologizes,  etc.  
U. The child's remarks are Irrelevant to classroom discussions 
12. The child Initiates conversations with peers 1n Informal 
c D E A B 
s ituations.  
C D E A B 
Adapted from Walker, H. I 
Teacher Social Behavior 
University of Oregon. 
177 
Guidelines RE: Conversational Behavior 
La Greca and Meslbov (1979) have suggested the fol 1 
areas as Important for the social Integration of children ^a™1ng 
disabilities with their peers 1n the regular classroom. The 11st of 
components of the specific skill areas .111 give you ^general guideline 
p.c +« what 1s considered appropriate conversational behavior. 
Attar reading the Guidelines, please fill out a nomtnatIon isheet 
- Q,_h ,-h-nri The descriptive statements have been taken from Walk 
and Rankin's SBS of Teacher Social Behavior Standards and 
Expectations, 
Skill Area Components 
Responding 
positively Acknowledge nicely ("Sure,....") 
Conversation 
Compl1ment1ng 
Use "normal" voice e.g. speak clearly, not loud or 
soft. 
Ask questions: 
I KrtsS- Srt than Choice or Product 
questions (Bryan et al.» 
— <:+irk to topic of conversation. I Intersperse questions .1th Information a out 
self, e.g. taking turns 1n the conversation. 
Talk^more.Qr^e ̂  responses to questions. 
- Volunteer information about self, interests.. 
Generate topics of conversation 
When someone talks, listen, ask questions. 
Make a positive statement, e.g. "I Hke the way you 
helped me." 
* from others positively. 
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Appendix B 
Informed Consent Form 
This 1s to cert ify that  I*.  —_ ——' 
give permission to have my child* —-— '  
participate 1n a special  study. 
I  understand that  my child will  work with a volunteer* Gall  
Craig,  for thirty minutes each day to Improve social  skil ls .  Mrs.  
Craig 1s a graduate student at  the University of the Pacific,  
Stockton, CA. 
I  understand that  some of the sessions will  be videotaped 
and/or audlotaped and that  this information will  be used to help 
develop a social  skil ls  training program. I  give my permission 
for my child to participate In the videotaping and/or audlotaplng 
sessions.  





The following definit ions are not meant to be comprehensive.  
The words are defined as they were used within the study. These 
operational definit ions are Introduced within the context of the 
dissertation but a glossary has been placed in the Appendix for 
easier reference.  
A.:Hn r  Questions.  Asking a conversational question includes:  (a) 
any command by the student,  (b) any question by the student,  (c)  any 
"question of clarif ication" by the student,  and <d> any statement by 
the student that  1n effect  functions as a question.  
Ftehavlt ir  rehearsal .  The student practices the behavior which 1s 
being trained. 
Classroom setting.  The classrooms Into which the students were 
mainstreamed. 
Cognitive hehavlor modification (CgM)» Teaching strategies which 
help students to take a more personally active role in both learning 
and Interpersonal relationships.  I t  1s a blend of behavioral  
cognitive psychology. I ts  use Involves the modifying of a person's 
cognitive operations In order to achieve a change 1n the overt  
behavior.  
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Conversational skills. Those processes which encompass the ability 
to verbally interact with others so that information 1s shared 
between the speaker and the listener. 
Experimental group students. The students with learning 
disabilities who participated 1n the research. 
Fading. A procedure through which the prompts are gradually 
withdrawn in a preplanned manner. The purpose 1s to move the 
student from depending on prompts to doing the behavior independent 
of prompts. 
Feedhark. Providing the student with information which lets the 
student know if appropriate behavior has been used and to what 
degree. 
Follow-up. Observations to assess how long the students continue to 
use the trained behaviors after Instruction is terminated. 
Corporal l7at_1on. The transfer of the changes 1n the target 
behaviors from the training setting to a different setting(s). 
T^jyp learner. The student does not adapt to the requirements of 
a task, and does not use active and efficient task strategies. 
jnfrnna-Hnn-adrimq. This conversational behavior includes: (a) 
adding a statement relevant to the topic* (b) agreeing with th 
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other conversant and providing a rationale* and (c) disagreeing with 
the other conversant and providing a rationale. 
1 f larnlno disability. As defined 1n Pennsylvania* r ta deficiency in 
the acquisition of basic learning skills* Including but not limited 
to* the ability to reason, think, read, write* spell or to do 
mathematical calculations, as identified by an educational and 
psychological evaluation". 
t e Vei.  Refers to a shift 1n performance after training has been 
Introduced. 
reaming. The concept that the experiences of the handicapped 
should be as much l ike those of their nonhandlcapped peers as 
possible. 
ttamisnansa. The students continue to use the new behavior after 
training has been terminated. Refers to the durability of the newly 
trained skill .  
Minimal ftncouraoers. This conversational behavior 1s defined as 
brief utterances which convey Interest and show attending. It  can 
be neither a conversational question nor a response to a 
conversational question, and may or may not be directly followed by 
further utterances by the student. 
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Modeling.  The behavior which has been targeted for training 1s 
exhibited 1n order that  the student can observe the component.  
Mulilal& hassUntL lesion.  The effects of the Intervention are 
demonstrated by Introducing the Intervention to different baselines 
at  different points 1n t ime. If  each baseline changes when the 
Intervention 1s Introduced the effects can be at tr ibuted to the 
Intervention rather than to extraneous events (Kazdln,  1982).  
natural  Environ* Assessment.  Each experimental  group student 
Invited someone outside the group to participate with them In a four 
minute conversation which was held 1n a sett ing different both 
the training and the classroom sett ings.  The purpose was to gather 
data concerning the use of the trageted behaviors outside the 
sett ings 1n which the study had taken place.  
HM-nral  environment sSt&lni XflgYSl retr 1 nn''q 11'M11 OTLI-  I he 
l ibrarian's  office was used as a sett ing different from the training 
area and the regular classroom. 
The range of behavior of the social  comparison 
group between one standard deviation above the mean to one standard 
deviation below the mean. This range and above was Identified as 
acceptable behavior for the study. 
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Novel partner. The regular education student invited by the 
experimental group student to participate in a four minute 
conversation during the natural environment assessment. 
Peer trainers. The regular education students involved In the study 
who were the same grade level as the experimental group students. 
They modeled the behaviors being trained and worked with the 
experimental students to practice the behaviors. 
Probes. The assessment of behavior on selected occasions when no 
contingencies (prompts) are 1n effect for that behavior to discover 
1f the training has been effective. 
prompts. Any behavior or sign which would serve as a reminder to 
act or to abstain from action. 
c^f-mrvHtorlnQ. A procedure which 1s a particular type of 
self-control technique 1n which the student discriminates when to 
perform a target behavior and records the event 1n some way. 
Sslfcjssanlliifl. A single response measure which records the 
occurrence of the targeted behavior but does not involve a judgment 
in relation to a standard. 
t;r>r1a1 rnrnoaHson group. The regular education students nominated 
by their teachers and principal for the study because they had 
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age-appropriate social  skil ls .  Their  behavior served as a reference 
point for the performance of the experimental  students.  
Social  skil ls .  The complex abil i ty to express both posit ive and 
negative feelings 1n an Interpersonal context without al ienating 
others and to do so Independently.  
W<,wnnn1t1ve skil ls .  Skil ls  which are used In analysing the 
social  si tuation and for deciding what behaviors are needed In order 
to act  successfully,  i .e .  self-monitoring techniques.  
Tra1n1nn sett ing.  The area in which the training sessions were 
held.  I t  was si tuated In a section of the school l ibrary which had 
been part i t ioned off by portable book shelves.  
Trendlnn. The data shows a change in the performance of the 
students 1n a part icular direction.  
. . rK.n instruction.  Verbally conveying to the student the exact 
skin behavior that  will  receive attention and explaining the 




The following 11st of major steps shows the progression of the study 
from the Pilot Study through the Research Project. It delineates 
t h e  s t e p s  1 n  t h e  t w o  p r o g r a m s ,  a s  w e l l  a s ,  s o m e  o f  t h e  d a l l y  
Influences on the personnel Involved. 
pjlot. Study 
1. Teachers and principal nominated experimental group 
students and students who would serve both as peer trainers 
and as the social comparison group. 
2. Permission was given by parents for students to particlpat 
in the study. 
3. Observations were made In the regular classroom of the 
social comparison students 1n order to collect data 
which to calculate normative range. 
4. Peer trainers received Instruction concerning their 
responslb 111t1es. 
5. Baseline data was collected on the experimental students In 
the regular classroom. 
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6. Conversational skills training began. The peer trainers 
participated only on the day when a new behavior was 
Introduced. 
Question-asking behaviors (3 days) 
Information-asking behaviors (3 days) 
Minimal encouragers behaviors (3 days) 
7. No fading procedures or follow-up data collection because 
of time constraints. 
Research Project 
1. Teachers and principal nominated students for participation 
1n the study. 
2. Parents gave permission for students1 participation. 
3. Observations were made 1n the regular classrooms of social 
comparison students 1n order to collect data from which to 
calculate a normative range. 
4. Peer trainers received Instruction. 
5. Observers were trained. 
6. Baseline (five days). One baseline session of each grade 
1n both the training setting and the classroom setting .as 
videotaped. 
Classroom Setting. 
- Fourth Grade: Student teacher had responsibility for 
Instruction during baseline period. 
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-  Fifth Grade; Student teacher had responsibil i ty for 
Instruction during baseline period.  Some class periods 
were used to practice for student talent show. 
Conversational Behavior 1:  Question-asking (five days).  
Training Sett ing.  
-  Peer trainers participated 1n the f irst  
sessions with both fourth and f if th graders.  
Classroom Sett ing.  
-  Fourth Grade: Student teacher.  
-  Fifth Grade; Student teacher.  
Conversational Behavior 2r Information-adding (five days).  
Training Sett ing.  
-  Peer trainers did not part icipate because of t ime 
confllets.  
Classroom Sett ing.  
-  Fourth Grade; Substi tute teacher (two days).  
-  Fifth Grade: Participating 1n special  programs (two 
days).  
Conversational Behavior 3: Minimal encouragers (five 
days).  
Training Sett ing.  
-  Peer trainers did not part icipate.  
Classroom Sett ing.  
Ktah-fnd cardboard barriers 
-  Fourth Grade: Anna withdrew beh 
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- Fifth Grade: Substitute teacher (two days). 
Participating 1n special programs (two 
days). 
10. Self-mon1tor1ng (nine days). 
Training Setting. 
- Peer trainers did not participate. 
- Videotaped all sessions of both fourth and fifth grades 
(one day). 
Classroom Setting. 
- Fourth Grade: Special class activities (two days). 
George disciplined. 
- Fifth Grade: Participating 1n special programs 
days). 
11. Follow-up. Occurred on four different days» each 
weeks apart. 
Training Setting. 
- Progressive fading of s e l f-monitoring c 
Classroom Setting. 
- No fading of self-mon1tor1ng charts. 
- Fourth grade: George disciplined (one day). 
- Fifth grade: Special class activities tthree days,. 
, rfav) Held the week 
12. Natural Environment Assessment (one 
between the third and fourth follow-up ses 
13. Raters listened to audiotapes of study. 
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Appendix E 
MANUAL FOR OBSERVATION SESSIONS 
This manual has been written to provide observers with a 
detailed description of the procedures and techniques required for 
data collection. The observer 1s viewed as the keystone of data 
collecting In the behavioral approaches to problem solution. 
Therefore* standardized procedures are necessary for the gathering 
of observation data to maximize the likelihood that results based 
upon the data have wide practical and theoretical applications. By 
minimizing procedural difference it is possible to compare dat 
collected by different observers. This manual will provide the 
framework from which excellent data can be generated. 
Procedures for Observing 1n an Academic Situation 
The following are a list of guidelines to be followed by 
observer to assure smooth data gathering and to establish 
maintain excellent relations with school personnel. 
A. Before an Observation. 
1. Be sure you know where the school 1s located. 
•c +KQ crhool on a sheet 
the name* telephone number and the address OT t 
.* _ Tf lost* telephone 
of paper that 1s to be taken to the observation. 
r. hir6ct you to the the school and a member of the school staff can 
school. 
2. Check before leaving that you have two sharp pen 




3. Plan on arriving on the school grounds 10 minutes 
prior to the time that an observation 1s to begin. This *111 all 
enough time for preparation so that the observation can proceed 
schedule. 
4. Follow the rules that apply to visitors to a school. 
a. Check 1n with the secretary at the office. 
b. It 1s Important that the observer dress 1n a 
manner acceptable to the school. The observer's total appearance 
should be unobtrusive so It 1s not a distraction In the observation 
sessions. 
c. After reporting to the office the observer goes 
directly to the classroom, arriving approximately five minutes 
before the scheduled observation. 
d. When the observer enters the olassroom a minimal 
wi+h the teacher and students. 
amount of conversation should occur 
This rule 1s to be applied at all times. This does not mea 
the observer 1s unsocial, but tbere are no extended conversations 
an act1ve part of the environment the 
As soon as an observer becomes 
„„ lonoer 1s maintained. 
neutrality of the observer's presence 
, , nhserver and continue 
Children accommodate quickly to a neu r 
their activities as though the observer were not presen . 
B. there be 
i A* soon as the observei y 
nrtance of gathering a The Importance oi y 
as few Interruptions as possible. 
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continuous flow of data as the students Interact  with one another 
and with the teacher 1s based upon consideration of si tuational 
variables occurring 1n the environment.  In the classroom the 
si tuation can change very rapidly and 1f t ime 1s spent 1n 
preparatory activit ies* e.g.  » numbering pages,  sharpening pencils ,  
etc. ,  then data 1s Irretrievably lost  on some children,  and as a 
result  the analysis will  be less complete.  
2.  When two observers or more are coding 1n a classroom 
there should be as l i t t le interchange as possible.  Talking among 
observers should only occur 1n unusual c1rsumstances.  Talk about 
the teacher,  the children,  or the behaviors should never occur.  The 
less the distraction caused by observer Interaction the less the 
possibil i ty of obtaining biased data.  By having prepared for most 
contingencies that  can occur during an observation the observer is  
freed from the necessity for interaction during the observation 
i tself .  
c. EflHsadJoa an Observation. 
1.  The observer leaves the classroom as quietly as 
possible and stops at  the office before leaving the school to tel l  
the secretary that  the observation is  complete.  
2.  The observer should check that  al l  Information 1s 
complete on the observation sheets.  
3.  On the observation chart  or In a notebook record the 
Impressions received during the classroom observation.  A paragraph 
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or two describing the si tuation as specifically as possible will  
help the researcher when analysing the material .  
Use of the Observation Sheet 
The observation sheet has a heading which describes the 
si tuation 1n which the observation occurs:  Observer,  Session,  etc.  
Beside the word "Observer" the init ials of the observer are placed 
on each observation sheet.  The sheets should be numbered 
sequentially for each observation,  beginning with the number one.  
These numbers should be placed alongside "Session Number 
"Date" place the date 1n full ,  including the year.  Note the t ime 
you s tart  the observation and when you stop.  A copy 
observation sheet and the definit ions describing the behaviors to be 
observed are included 1n this manual.  
Procedure1? to Follow When Coding. 
1.  Observe the student 's  behavior.  
2. Observe the teacher's response to the student's behavior. 
.After determining the student's behavior, the observer shou)d scan 
,n v  response was directed 
the classroom environment to determ ne 
to the student from the teacher.)  
3. Code the student's behavior and the teacher's response. 
(Source: Cobb, J. A. .1971). 
nirdrnl-  "Ml1  hehaviar^nil^sli£i^£^ r f ' ' °° a s^-
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